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Due to low performance in student achievement of the students in the Uptown
New Orleans school district, community leaders decided to pool resources and skills and
create an education plan that was designed to increase reading literacy. It is believed low
income students in the New Orleans schools may not receive educational home support to
improve reading performance. It is believed that this type reading program would
provide individual reading support that would improve literacy, but also it would develop
confidence and desire to learn (Burgess, 2002). This environment was designed to
replicate the traditional family setting with high reading expectations.
It is also believed that the lack of motivation, absence of aspiration and poor self
efficacy due to limited life resources is consistent with the acts of low expectations. It is
difficult to encourage high life expectations to a child, if life expectations for him are low
or non-existent (Grimmett, 1999). As a result, intrinsic motivation, student aspiration and
self-efficacy among low income students, are not often developed because of low
expectations and the lack of active encouragement, due to limited exposure to positive
life opportunities created by adults and others in the environments that surround them.
Low expectations and minimal encouragement are still a form of expectations and
encouragement. Although suboptimal, this type of expectation and encouragement can
influence the career development of low income children (House & Baetz, 1979). These
types of expectations and encouragement yield low energy learning environments for low
income children. The events are more likely to yield negative life outcomes, such as poor
school performance, school dropout, incarceration and poverty, or career expectations for
one-shot pop entertainment such as sports entertainment or overnight success music
artist.
Through this investigation, evidence showed this type Mentoring Model helped
close achievement gaps of low income students by increasing reading literacy in an
environment that are like a comfortable home environment. As a benefit, the mentor
model exposed the students of Benjamin Banneker Elementary to a variety of unfamiliar
careers and new social occurrences through mentoring. This communication bridge
between the students and mentors provides broader life and career exposure to the student
that can amplify intrinsic motivation, career aspiration, and self-efficacy—the needed
components for student reading success.
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Mentoring is a brain to pick, an ear to listen, and a push in
the right direction John Crosby
The focus of this investigation is to determine if the Reading Buddy Room
Mentoring Model helps increase reading achievement by exposing students to a variety of
unfamiliar careers and new social experiences. The model can also provide broader life
and career exposure that can amplify intrinsic motivation, career aspiration and self-
efficacy, which are needed components for student reading success. It is believed that
poor reading achievement is due to underdeveloped self-efficacy, poor career aspiration
growth and limited intrinsic motivation in which can be improved with mentoring
(Bandura, 1994).
The primary investigator had an opportunity to participate in a field experience
through Clark Atlanta University Department of Educational Leadership with Education
Leadership Student Association (ELSA) while serving as the co-president through the
direction of Dr. Sheila Gregory professor and organization director of ELSA. The
experience was designed to collaborate with Recovery School District in a New Orleans
School System charter school program of the State of Louisiana. The trip provided an
opportunity to work in a nontraditional learning setting that exposed a wealth of
awareness which gave clarity on acquired thoughts and educational philosophy.
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The Reading Buddies Room of Benjamin Banneker School was detected during
the tour of the Recovery School District of New Orleans. Familiarity of the program
came when it was noticed that an unusually large number of college aged students and
adults that looked as if they were working at the school; however, they would come in
and out of the building and they did not seem to be tied to one specific place. After
further investigation about the circumstance with the principal of the school, Mrs.
Cherlyn Branche, she began to explain with much excitement, the concept of a project
that was being conducted by the local community and Tulane University, this project
allowed students from the university and members of the community the opportunity to
come read and spend time with students of the school in a room that was designated as
the Reading Buddy Room. She spoke of the developed differences between the local
community where the school was located, differences between Tulane University and her
school. Mrs. Branche explained that the students were paired with college students or
members of the community who read or provided reading assistance while building
relationships with the students. During the observation, it was noticed that the college
students and community members seemed to have more than a read/listen relationship;
rather it resembled mentor/mentee difference.
As interactions unfolded, it was fascinating to see the young children hold
conversations with the college students and various adults. During a chat, a mentor was
overheard speaking to a student about art work and some events that were planned in the
community; she asked the child if he wanted to come to the event and he blissfully
responded, “Yes!”
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After seeing and hearing the exchange, more desire to learn about what was
happening in the Reading Buddy Room was created. A middle-aged woman that was
putting some things away and speaking to the adults that came or left the room with
exuberance began to explain the concept and the idea behind the Reading Buddy Room.
It was explained many students in the New Orleans schools were having difficulties with
reading and literacy, it was also observed that many students may have had some
negative social behaviors and it was believed they would benefit from working outside
the traditional classroom environment. After further discussion, a story was shared of an
incident that occurred with one of the students of the Reading Buddy Room. A parent
stated her son, who never did any type school work at home was on the stoop reading
instead of playing with his friends; she expounded this was a major event because the
same student had many difficulties with his reading development and he had began to get
into trouble at school and home. Now he was coming to the room to check out books on
his own, even when his buddy was not available. She said his buddy would visit often,
helping him with his assignments, and even walking him home.
She also spoke of a group of boys that were arguing about which reading buddy
had the most important job. The buddies jobs and careers were a lawyer, judge and law
student; she told me that they were arguing about which job they were going to have
when they got older and more important they were mimicking the careers of their
buddies. It was explained that many of Tulane University students build relationships
with the mentees and talked to them about their personal lives that include discussions of
their career and education. She stated some mentors have taken them to their jobs and to
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visit the Tulane University Campus. She also shared some data that suggested that
student achievement and reading achievement has increased since they started the
mentoring program at the school.
This conversation build on the notion that development of career aspiration, self
efficacy and intrinsic motivation by exposure to positive adult interaction maybe
contributing to the increase in reading achievement of low socioeconomic status children
by exposing them to things they might not encounter during their daily life experiences.
History of New Orleans and the Development of an
Education System
Since the city is inexorably intertwined with the water surrounding it, geography
has always dictated patterns of social settlement. In the 1 800s, wealthier residents built
homes along the natural levee on former plantation land west (uptown) and directly east
of the French Quarter, while less privileged settlers moved away from the high ground
into flood-prone back-swamps. The swampy expanse downriver that ultimately became
the Ninth Ward attracted mostly free people of color and immigrant whites seeking to
profit from the city’s commercial expansion but unable to afford property on higher
ground (Pierce, 2003).
During this time, the Ninth Ward’s isolation encouraged the growth of a self
sufficient communal culture among its residents; hence the development of the Cajun
Creole Culture that New Orleans is famous for producing. This civilization developed a
musical and dance heritage based upon self-created art, culinary uniqueness by crossing
different African and European Cultures and clannish style family methodology due to
5
isolation. By 1890, over 17,000 people lived in the Ninth Ward. Settlers arrived in search
of work, and the rural, neighborly environment often kept them there. They built one
story shotgun houses, whose layout encouraged breezes to flow through the buildings as
residents entertained neighbors on their front porches. Residents organized benevolent
societies and mutual-aid associations and constructed churches. African Americans and
whites alike recall considerable racial harmony in their early 1 900s Ninth Ward
upbringings. “Everybody helped everybody else,” one white man remembered decades
later. “Every Saturday night, the blacks across the street would have a fish fry, and they
would always bring a batch over to my mother. There was never any hatred between us;
we all lived together and that’s the way things were.” As the time went, the Lower Ninth
Ward’s literal and figurative isolation from central and Uptown New Orleans bred a
fierce loyalty among residents to their neighborhoods (New Orleans Times-Picayune,
1993).
Whites and blacks of this area worked together until schools began to integrate in
the early 1 960s; though a desire to improve living conditions for blacks and whites was
shared, the vision for the way it was done was very different and whites began to migrate
to St. Bernard Parrish. This transformation supported by government incentives,
encouraged white people across the United States to move into racially exclusive
suburban developments. In the New Orleans metropolitan area from the 1930s through
the 1980s, twice as many federally backed homeowner loans went to suburban residents
as to Orleans Parish residents (Landphair, 2007).
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Hurricane Betsy was the catalyst that drove remaining whites, already inflamed
by school integration, to St. Bernard Parish. The storm also came to symbolize long
standing municipal indifference to the Ninth Ward. The hurricane’s devastation of the
Lower Ninth Ward contrasted sharply with minimal damage to the rest of the city, and
residents, accustomed to decades of neglect, were certain that officials purposefully blew
up the Industrial Canal to spare the “richer upriver areas” (Landphair, 2007).
In the decades between Hurricanes Betsy and Katrina, New Orleans evolved into
an African American city; as whites moved to the suburbs, the city’s population fell 22%,
even as the number of African Americans rose; as the city grew blacker, it got poorer.
Consumer services followed whites out of urban neighborhoods in search of suburban
relocation. The port’s containerization wiped out well-paying jobs for thousands of blue-
collar New Orleanians. Is this a recognized work for New Orleans? Manufacturing jobs
declined citywide. From 1940 to 1970, the nonwhite population of the area rose from
31% to 73%, and by 1970, 28% of Lower Ninth Ward families lived below the poverty
line. By 2000, approximately 90% of the Lower Ninth Ward was African American, and
33% lived in poverty. A 2003 study of 258 Lower Ninth Ward homes found that 56%
percent had at least one hazard (e.g., excessive moisture or pest infestation) (Molyneaux
& Margarvio, 2006).
As a result of this phenomenon, families began to rely heavily on service industry
opportunities that were based upon self-acquired skills and talents most of which centered
around domestic servitude, culinary and entertainment industries. Unfortunately, from
the prospective of these families, technological advancement, education development and
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literacy took a back seat to the survival needs and cultural preservation of these families;
hence, the education of the New Orleans public schools suffered, due to lack of
motivation and desire to change tradition, lack of career opportunities and lack of true
understanding of community needs of contemporary society along with poorly develop
historical educational values.
History of the Program
Since 1994, For the Children has matched community members with grade school
students for one-on-one reading sessions, which help raise reading levels and self-esteem.
For The Children (FTC) has provided reading assistance to hundreds of students in low-
performing Uptown New Orleans public schools. Volunteers come to one of our two
school sites (Sophie B. Wright and Benjamin Banneker) to work with students during the
school day in a variety of ways. Volunteers serve as reading buddies, reading tutors, and
classroom assistants. Volunteers represent several types of support: community member
volunteers, service learning students who receive reading credit from a local university,
and student workers who are paid through the Federal Work-Study Program (Tulane
University, 2010).
During its beginning stages, the program was developed and designed to increase
reading literacy among low social economic students in Uptown New Orleans
communities in the vicinity of Tulane University. These schools are located in an area of
New Orleans that has affluent professional members of the community; however, the
schools consisted primarily of students from poor or low income families. Originally, the
school had volunteers from the community that dedicated themselves to the improving
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reading and literacy skills to students in this community of which many of them shared.
This opened opportunities for these volunteer members of the community to walk home
with the students and to know them and their families on a more personal base. As the
years pass, more volunteers provided their time to not only read, but tutor students based
upon their overall needs. Also, as the volunteer base grew, the organization was able to
provide individual support to all students. By 2002, For the Children had grown in a
manner that every student PK-5 had a buddy that would come in weekly and read
individually to the same student.
Prior to Hurricane Katrina in 2003, the entire New Orleans public school system
was in the process of being taken over by the state of Louisiana. Louisiana Department of
Education’s plan was to create a school system call the Recovery School District. This
district was developed as a charter district that would create a plan that would specifically
work to the needs of the each school’s community concerns. The school had to create a
School Recovery Plan. A School Recovery Plan indicates how a district plans to turn
around unacceptable school and describes what reorganization will occur at the school
and how it will be implemented. The plan also describes how and why the proposed
changes will lead to improve student performance (Recovery School District, 2009).
In August 2005, the city of New Orleans suffered one of the most catastrophic
natural disasters in the nation’s recorded history in the form of Hurricane Katrina. A
large percentage of the city was submerged underwater and destroyed. Many families
were forced to evacuate their communities, because their homes were obliterated.
Uptown New Orleans was one of the areas that were not completely demolished; as a
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result, the business, schools and houses in that area were some of the first communities to
be reoccupied, Benjamin Banneker Elementary was one of the first schools reopened
after the catastrophic storm. As a result of legislation passed in November 2005, another
107 low-performing schools in New Orleans were transferred to the Recovery School
District; Benjamin Banneker was one of the 107 schools listed at a Recovery School.
In 2006, Tulane University made a commitment to be a part of the New Orleans
Community redevelopment; it created the Center for Public Service. The Center for
Public Service is dedicated to supporting the university’s diverse community-based
research and service activities as well as serving as an intellectual and physical space for
sustained university/community partnerships. The inauguration of the Center for Public
Service reflects Tulane University’s renewed sense of purpose within a city and region
rising from devastation. Recognizing that active civic engagement builds strong, healthy
communities and responsible citizens, the Center for Public Service merges reading
inquiry with sustained civic engagement. The Center is a forum for students, faculty, and
community partners to work together to address urgent and long-term social challenges
and opportunities. Tulane University’s Center for Public Service supports a university
curriculum and research agenda by uniting readings and action, classroom and
communities through which students, faculty, and community partners dedicate them to
the transformation of civic life (Tulane University, 2010).
Today, Benjamin Banneker Reading Buddy Room has a pool of 175 reading
buddies that come from the local community. Tulane University and local business.
What started as a reading literacy initiative for local low income students at two schools
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in the vicinity of Tulane University now is a comfortable classroom with sofas, tables,
chairs and many books that have been donated by volunteers and partners. It has become
a model mentor program that has a pool of volunteers and resources that can be utilized
by the people that need it most, the children of New Orleans Recovery School District.
The program not only helps with reading literacy, but it also provides corollary benefits.
It helps build student self efficacy, career exposure and intrinsic motivation by coming in
contact with people from different social and economic backgrounds in a non-intrusive
manner that resembles a proto-typical family environment.
Statement of the Problem
Due to low performance in student achievement of the students in the Uptown
New Orleans school district, community leaders decided to pooi resources and skills and
create an education plan that was designed to increase reading literacy. It is believed low
income students in the New Orleans schools may not receive educational home support to
improve reading performance. It is believed that this type reading program would
provide individual reading support that would improve literacy, but also it would develop
confidence and desire to learn (Burgess, 2002). This environment was designed to
replicate the traditional family setting with high reading expectations.
It is also believed that the lack of motivation, absence of aspiration and poor self
efficacy due to limited life resources is consistent with the acts of low expectations. It is
difficult to encourage high life expectations to a child, if life expectations for him are low
or non-existent (Grimmett, 2006). As a result, intrinsic motivation, student aspiration and
self-efficacy among low income students, are not often developed because of low
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expectations and the lack of active encouragement, due to limited exposure to positive
life opportunities created by adults and others in the environments that surround them.
Low expectations and minimal encouragement are still a form of expectations and
encouragement. Although suboptimal, this type of expectation and encouragement can
influence the career development of low income children (House & Baetz, 1979). These
types of expectations and encouragement yield low energy learning environments for low
income children. The events are more likely to yield negative life outcomes, such as poor
school performance, school dropout, incarceration and poverty, or career expectations for
one-shot pop entertainment such as sports entertainment or overnight success music
artist.
High expectations, positive encouragement, and a quality education are most
fortified with concrete career-related experiences. What he aspires to become is again
ultimately governed by his exposure. This exposure should be thoughtful, intentional,
purposeful, and developmentally appropriate (Grimmitt, 2006).
Purpose of the Study
The purpose of this investigation is to examine the influences of recreational
reading provided by Reading Buddy Mentors on reading progress. As a corollary benefit
of this type mentoring program, the attributes of intrinsic motivation, self-efficacy and
career aspiration development, as evident by a student’s social experience and exposure
to diverse professional careers through mentor programs help low-income students of the
New Orleans Recovery School District. In this investigation, Reading Buddy Program
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was measured by looking at its impact on the student’s Response to Intervention utilized
at Benjamin Banneker Charter School of New Orleans Recovery School District.
Through research and observation, a Low social economic child or any child that
internalizes the positive expectations of his environment to create a realistic vision for
him may influence the child to believe in their own potential for excellence and expects
to be successful, and adopt success as an identity. A child who perceives either low or
negative expectations for his success, is not likely to perform at the level of his
capabilities and may have underdeveloped potential. He may also be unaware of his
potential and evaluate his abilities negatively. If the negative expectations of his
environment are internalized, his performance may demonstrate what he has accepted as
the norm of that negative environment. Internalized negative expectations are evidenced
in at least two ways: (a) the presence of nonexistent, limited, or stereotypical aspirations
and (b) the ability to only envision a substandard lifestyle that may include poverty,
crime, and/or unemployment (Grimmett, 2006).
Research Questions
During the investigation of the impact of mentoring and other factors on student
achievement for low income student at a New Orleans Charter School, the following
questions were addressed:
RQ 1: Is there a significant difference between student/mentor and reading
recreationally?
RQ2: Is there a significant difference between student/mentor and self
efficacy?
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RQ3: Is there a significant difference between student/mentor and career
aspirations?
RQ4: Is there a significant difference between student/mentor and intrinsic
motivation?
RQ5: Is there a significant difference between student/mentor and outside of
the school activities?
RQ6: Is there a significant difference between student/mentor and family
recreation activities?
RQ7: Is there a significant difference between reading recreationally and
student reading achievements?
RQ8: Is there a significant difference between self-efficacy and student reading
achievements?
RQ9: Is there a significant difference between career aspirations and student
reading achievements?
RQ1O: Is there a significant difference between intrinsic motivation and student
reading achievements?
RQ 11: Is there a significant difference between out of school mentor relations
and student reading achievements?
RQ12: Is there a significant difference between community partnerships and
student achievements?
RQ 13: Is there a significant difference between family activities and student
achievements?
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RQ14: Is there a significant difference between self efficacy and intrinsic
motivation?
RQ15: Is there a significant difference between self efficacy and career
aspiration?
RQ16: Is there a significant difference between career aspiration and intrinsic
motivation?
RQ 17: How does the Reading Buddy Program impact intrinsic motivation of
students to achieve reading?
Significance of the Study
It is crucial that children have a developmentally appropriate understanding of the
difference between their present educational achievement and their future career goals
and lifestyle. This perspective would help make school and its related work more
relevant, meaningful, and important to this population of children. As a result, through
long-term consistent positive mentoring, children can become empowered learners,
vested in the fulfillment of their potential as a productive citizen (Super, 1994). The
relations between shared reading and the development of phonological sensitivity and
oral language skills in very young children calls for improved home literacy
environments for young children and their implications for early intervention programs
(Burgess, 2002).
High expectations, positive encouragement, and a quality education are most
fortified with concrete career-related experiences. Positive adult and life experiences that
can be provided by positive mentors are necessary to give children an opportunity to
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identify with possible career and life opportunities. What a child aspires to become is
ultimately governed by his exposure and life experiences (Grimmett, 2006).
Summary
Through this investigation, the Reading Buddy Room Mentoring Model may help
close achievement gaps of low income students by increasing reading literacy in an
environment that is like a comfortable home environment. As a benefit, The Reading
Buddy Program is exposing the students of Benjamin Banneker Elementary to a variety
of unfamiliar careers and new social occurrences through mentoring. This
communication bridge between the students and mentors provides broader life and career
exposure to the student that can amplify intrinsic motivation, career aspiration and self
efficacy; the needed components for student reading success. It is believed that poor
reading achievement is due to under-developed self-efficacy, poor career aspiration
growth and lack of intrinsic motivation in which can be improved with mentoring
(Bandura, 1994).
CHAPTER II
REVIEW OF THE RESEARCH LITERATURE
Introduction
The intent of the literature review is to support the topic of study through the use
of relative research. The quality and level of education have been found to correlate
strongly with career success, level of income, and other quality of life factors (Sharf,
2003). An appreciation for the value and utility of education also continues to benefit
self-motivated learners over the life span, because they are able to think critically about
situations, evaluate alternatives, adapt to circumstances, and make decisions in their best
interests. Developing personal mastery or self-determination is critical for successful
independent living (Ward, 1988). These youth are at risk to fail to acquire necessary self-
confidence to enable them to live at their maximal level of competence and to succeed in
environments that require independence and active direction of personal assistance. In
addition, their lack of opportunity to develop skills such as assertiveness, choice-making,
problem-solving, advocacy and perseverance causes these students to have trouble
functioning when they become adults (Ward, 1988).
The process of learning to read starts before school for many children. It is well
documented that children enter school differentially prepared to benefit from formal
educational experiences and that these relationships often translate into subsequent
differences in achievement in reading and in other subject areas (Wagner, Torgenson, &
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Rashotte, 1994). Vocabulary is generally related to understanding individual words;
therefore, vocabulary and overall comprehension are closely related. Vocabulary is
enhanced by both direct instruction and incidental exposure. Through incidental
exposure, students develop the natural instinct to explore and discover new materials.
Vocabulary knowledge is necessary for reading comprehension (Stanovich, 1986).
When asked researchers most commonly cite some aspect of the home literacy
environment (HLE) that parents provide for their preschool children. The presumption
that exposing children to a home environment rich in literacy activities is beneficial to
literacy and language development has come increasingly to influence contemporary
educational theory and practice (Burgess, 1999). It was generally found that children
from lower socioeconomic status (SES) and non-mainstream cultural communities
performed less well on reading tests and demonstrated lower levels of interest in literacy
(Teale, 1986).
Shared reading is associated with a variety of language outcomes and not just
with variables such as environmental print and letter knowledge. For example, the earlier
a child is read to, the more likely he or she is to be exposed to a greater number of shared
reading episodes over time. Research has found the home environment of young children
is important in the educational process (Burgess, 2002).
Low expectations and minimal encouragement also serve as an obstacle in the
educational context. Poor quality education and under-performance in school has far
reaching consequences and can potentially limit career alternatives (Gottfredson, 1996).
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Another limitation created by neglect in the area of education is that the connection
between education and the lifestyle desired by the low social economic child is not made.
Aspirations are essential to career development and the success of children
(Chung, Baskin, & Case, 1999). To achieve excellence, potential has to be shaped,
directed, and guided into an intentional, purposeful, and relatively structured force.
Aspiration is defined as the career vision the low social economic child has for himself.
His vision can be essentially nonexistent, singular, or multifaceted and is likely reflective
of his developmental stage, career-related guidance, and life experiences (Super, 1994).
Low social economic children have varying degrees of exposure and access to diverse
occupations, occupational information, and career role models. These experiences, or
lack thereof, may govern the ability of the low social economic child to envision his own
career path and lifestyle and moderate his career aspirations (Vondracek & Kirchner,
1974).
According to (Kram, 1983), mentoring is a difference between an experienced
member of an organization and an understudy where the experienced employee acts as a
role model and provides support and direction to the protégé. Due to the dynamic
characteristics of the mentoring difference (including social interactions), social learning
theory was used to extend the understanding of this difference and helped identif’ the
relevance of social learning theories in reference to mentoring, stating that social learning
theories contribute to adult learning by highlighting the importance of social context and
explicating the process of modeling and mentoring (Merriam & Carafarella, 1999). The
inclusion of social learning theories (inclusive of social cognitive theory) as a part of the
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theoretical constructs relevant to mentoring is the result of social learning theory’s
emphasis on how social context and the environment reinforce behavior (Ormund, 1999).
This theory states that people learn from one another and it includes the concepts of
observational learning, imitation, and modeling. The absence of career related
experiences in an environment of neglect serves to limit the aspirations and intrinsic
motivations of low social economic children, consequently leaving their potential
undeveloped. Without intentionally structured career related opportunities, what low
social economic children learn about various careers is likely to be correlated to their
social environment including what they are exposed to through media such television,
radio and video games and in the case of New Orleans Street entertainment and arts.
There are at least three general ways that aspirations can develop. First,
aspirations can be innate or interest and ability based, meaning they originate, derive, or
develop in the absence of relative nurturance. Second, aspirations can have an
experiential origin, meaning they developed from specific expectations, encouragement,
education, and/or experiences that sparked certain interests and goals. Further,
aspirations may develop through some combination of innate interests, abilities, and
skills with career-related guidance and experiences (Grimmett, 2006). A nurturing
environment prepares and equips low social economic children for career success. For a
low social economic child, an education can also buffer some of the effects of racism
through access to information, role models, and learning experiences that can help him
develop self efficacy in dealing with prejudice, discrimination, and racism. Racism is a
developed set of attitudes that include antagonism based on the supposed superiority of
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one group or on the supposed inferiority of another group, premised solely on skin color
or race details the developmental phases of racial attitudes in children (Mock, 1988).
According to Locke (1970), the absence of nurturance (neglect) sets the stage for
suboptimal career development and negative outcomes. Four essential factors must be
present to nurture the career development of Low social economic children’s:
(a) expectations, (b) encouragement, (c) education, and (d) experiences. The career
development of the low social economic child begins with the expectation that he is
capable of excellence. Such an expectation initially comes from his social environment
such as parents, teachers, peers or significant adults. Expectations serve as goal
templates for the low social economic child before he is able to create goals for himself.
For expectations to result in the greatest motivation, effort, performance, and satisfaction,
they must be (a) specific, (b) developmentally challenging, and (c) assisted (i.e., help is
provided to meet expectations or to achieve goals) (House & Baetz, 1979; Locke, 1970).
A low social economic child may find it difficult to connect his present activities
in school to his future position in the life of his career and have a limited perspective of
time (Super, 1994). Because of his developmental stage, he may better be able to learn
about careers through direct experiences with job sites such as visiting an office and
interaction with employees through demonstrations, question and answer sessions. If low
social economic children are intentionally exposed to diverse careers, given the
opportunity to engage in supervised visits to job sites, and encouraged to ask questions
and to explore, then their career world will expand, as will their interests and curiosity
(Super 1994). Structured intentional exposure creates a perspective that is otherwise
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This research investigation examined the impact of reading literacy in response to
intervention at Benjamin Banner Charter School in New Orleans Recovery School
District. The research also looked at the theories of self efficacy, career aspiration and
intrinsic motivation as corollary benefits on the impact of student progress. These three
theories were used to assist with explaining how Reading Buddy Room impacted student
reading achievement at Benjamin Banneker Charter School of New Orleans. Bandura’s
Self Efficacy Theory proposed students gain control over personal beliefs relevant to
personal capabilities. This concept yields the concepts Theorists Edward Deci and
Richard Ryan (1995, 2000) developed and later expanded upon the self-determination
theory, a motivation framework that focuses and develops Intrinsic Motivation Theory.
Finally through intrinsic motivation, Super’s Career Aspiration Theory of children and
adolescents introduced to a variety of occupations and begin to develop their careers or
vocational self-concepts. It is also significant to examine the construct of student
achievement and the influence of the amount of time the mentor spends with the mentee
outside the school environment, family recreational activities and the amount of
recreational activities. Through the investigation, the primary investigator was able to
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identify some trends that support the notion that this type mentor program has the ability
to build positive school community relations between the local schools, community and
higher learning institutions and business; the components needed to intertwine develop a
stable and effective community base. Also by participating in this type program students
yielded higher standard base reading measurements through assessment tools This is
graphically modeled in Figure 1.
Recreational Reading is thought to start at an early age, long before formal
reading instruction begins. An early introduction to books and participation in literacy
and literacy-related activities with parents are seen as important in the preparation of
children for school-based formal instruction. There are differences in the home literacy
environments provided by families and thus, in the preparation of children for school
learning (Neuman & Celano, 2001). The growing demand for parental participation in
the educational process is reflected in the widespread call for parents to read more to their
children. This begs the question of how parental time and effort is best expended
(Burgess, 2002).
Self-beliefs of efficacy play a key role in the self-regulation of motivation. Most
human motivation is cognitively generated. People motivate themselves and guide their
actions anticipatorily by the exercise of forethought. They form beliefs about what they
can do (Bandura, 1994). They anticipate likely outcomes of prospective actions. As
such, a person?s self-efficacy can impact the effort that a person puts forth in a given
situation, how long the person persists on a given task, and how they feel about the task
(Goddard, Roy, & Woolfolk-Hoy, 2004).
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People set goals for themselves and plan courses of action designed to realize
valued futures. Modeling influences do more than provide a social standard against
which to judge ones own capabilities. People seek proficient models that possess the
competencies to which they aspire. Through their behavior and expressed ways of
thinking, competent models transmit knowledge and teach observers effective skills and
strategies for managing environmental demands. Acquisition of better means raises
perceived self-efficacy (Bandura, 1994).
Figure 1. Theoretical Framework Graph
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Career Aspiration is to achieve excellence, potential has to be shaped, directed,
and guided into an intentional, purposeful, and relatively structured force. The growth
stage begins as children and adolescents are introduced to a variety of occupations and
begin to develop their careers or vocational self-concepts (Super, 1957). Through these
experiences, young people develop a sense of autonomy and industry, begin to develop
work-related skills and habits, and identify relevant role models, all the while developing
a better understanding of their own interests along, with a burgeoning awareness of their
abilities (Super, 1994).
Intrinsic motivation is based on the notion that when an individual’s actions and
behaviors are internally determined rather than externally “coerced,” they will be
intrinsically motivated to engage in activities at optimal levels (Deci, 2000). Behavioral
theories tended to focus on extrinsic motivation (i.e., rewards) while cognitive theories
deal with intrinsic motivation (i.e., goals) (Weiner, 1990). Intrinsic motivation is the
most influential contemporary theory with implications for reading motivation. It
incorporates behavior modification in the sense that it emphasizes the idea that learners
are strongly motivated by the pleasant outcome of being able to feel good about
themselves. It incorporates cognitive theory and self-efficacy theory in the sense that it
emphasizes that learners’ current self-perceptions will strongly influence the ways in
which they will interpret the success or failure of their current efforts and hence their
future tendency to perform these same behaviors (Weiner 1990, 1992). Deci and Ryan
(1995; 2000) developed and later expanded upon self-determination theory, a motivation
framework that focuses on factors that contribute to individual’s sense of intrinsic
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motivation and self-regulation. This notion emphasizes how social settings can promote
an individual’s intrinsic motivation when three basic individual needs are met—the need
for competence, autonomy and relatedness (Deci, 2000).
Community Partnership: The research to date shows benefits to school and
community. Students who have been involved in high quality service-learning programs
demonstrate an increased sense of personal and social responsibility and are less likely to
engage in at risk behaviors. It has also been found, these students show gain in
motivation to learn, resulting in higher attendance rates and increased reading
performance. It has been found that these type partnerships have positive effects on
interpersonal development, helping students learn to trust and be trusted by others. It
makes students feel as if they be positive contributors to their own community. A
partnership approach gives community member’s business greater opportunities to
determine needs of the school and the community, to participate in the wide range of
reading and social improvement activities, and to assume key roles and responsibilities in
school-improvement efforts, including participation in the school’s decision-making
processes that is based on the community needs rather than business wants. If a
partnership is to succeed, it must be based on mutual trust and respect, an ongoing
exchange of information, agreement on goals and strategies, and a sharing of rights and
responsibilities (Ballen & Moles, 1994).
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Dependent and Independent Variables
Dependent Variable
In this investigation Student Reading Achievement was measured by the
Response to Intervention (RTI). This is a tiered process that provides high-quality, research
based instruction and interventions that are matched to a student’s reading and behavioral
needs. Additional essential components include monitoring reading andlor behavioral
student progress and making data driven decisions about student curriculum based on a
review of that progress. The focus of the RTI in this investigation was the use of the
Scholastic Reading Inventory (SRI).
SRI using research based, computer adaptive reading assessment program for
students in grades K through 12 that measures reading comprehension on the Lexile
Framework and from reading. The most powerful feature of SRI is its ability to administer
fast and reliable low stakes assessment to inform instruction and make accurate placement
recommendations. Aligned to state tests, SRI helps educators forecast student achievement
to those important goals.
The Lexile Framework is an educational tool that links text and readers under,
matrix known as Lexile. The developers of the framework customize a “map” that provides
a graphic representation of tax and titles matched to appropriate levels of reading ability. It
is a standard score that matches a student reading ability with difficulty of tax material. It
can be interpreted as the level of book that a student can read with 75% comprehension.
Experts have identified 75% comprehension level as offering the reader a certain amount of
comfort and yet still offering a challenge. The Lexile range is 200 and 1700 (Georgia
Department of Education, 2010).
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Independent Variables
Recreational Reading is any type of reading material the student reads that is not
part of the school curriculum. Through reading the student continues to develop self-
efficacy career aspiration and intrinsic motivation by exploring unfamiliar subject areas.
This will include the location the student reads recreationally. This will include the
amount of time that the student reads per day/week.
Student Self Efficacy is defined as people’s beliefs about their capabilities to
produce designated levels of performance that exercise influence over events that affect
their lives. The act of creating and strengthening self-beliefs of efficacy is through the
vicarious experiences provided by social models. Seeing people similar to ones self-
succeed by sustained effort raises observers’ beliefs that they too possess the capabilities
to master comparable activities required to succeed (Bandura, 1994).
Student Career Aspiration is defined as the career vision a person has for
himself. His vision can be essentially nonexistent, singular, or multifaceted and is likely
reflective of his developmental stage, career-related guidance, and life experiences
(Super, 1994).
Intrinsic Motivation is based on the notion that when an individual’s actions and
behaviors are internally developed rather than externally “coerced,” they will be
intrinsically motivated to engage in activities at optimal levels (Deci, 2000).
Reading Achievement is evidenced by SRI Testing, teacher observations and
classroom performance. This includes anything that involves cognitive or knowledge
development of curriculum content of subject matter within the confines of Louisiana
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Department of Education or Recovery School District of New Orleans. This also
includes the student’s ability to participate in unique class activities like discussions,
project learning or small group learning settings.
Reading Buddy Mentor/Mentee Relations Outside the School Environment:
This difference encompasses the difference between the community and the school. It is
the communication of the mentor and the student outside the school environment; this
will include walks or visits home, visits or trips on college campus or job sights, visits to
recreationlentertainment venues or time spent doing community volunteer work with the
mentee and mentor.
Family Activities include the social characteristics and events of the mentee’s
family, places the mentee’s family visits and things the mentee’s family does for social
growth. This will include time that the mentor spends with the mentees families and
understanding the cultural uniqueness of the mentee’s family. It will also include family
comparisons of the mentor and mentee’s.
Community Partnership: The inauguration of the Center for Public Service of
Tulane University’s recognizing that active civic engagement builds strong, healthy
communities and responsible citizens. The Community Partnership merges reading
inquiry and student needs of Banneker with sustained civic engagement with the students
of Tulane University and members of For the Children community organization. The
partnership is a forum for students of Banneker and Tulane University, faculty, and
community partners/business leaders working together to address urgent and long-term
social challenges and opportunities.
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Free and Reduced Lunch Status: The student’s economic status is based upon
their free and reduced lunch status. It will also help determine the student’s social
economic status by guidelines set government agencies. This method was chosen
because it is less intrusive and the most accurate way of determining family income from
students that may not understand family income or salary.
Race is the student’s ethnic background and is determined as Low social
economic black, Caucasian (white), Hispanic or Other (any other ethnic background that
is not listed).
Gender is defined as an individual who is either male or female.
Age: For the purpose of this study, age is defined as the student’s age while




The investigation was conducted by using the quantitative quasi- experimental
design. This design looks a lot like the randomized pretest-posttest design of a true
experimental design, but in this case the groups have not been equated prior to treatment.
Since the investigation did not have a control group that randomly assigned participants
in The Reading Buddy Room, one could not assume that the populations being compared
were equivalent on all things prior to the treatment. When a posttreatment difference
between groups was observed, one could not with great confidence attribute that effect to
the treatment, since the groups may have had preexisting relationships that caused the
observed post-treatment difference (Creswell, 2007). Due to limitation of finding
participants that did not have affiliations with Tulane University, it was necessary to
select participants in a purposeful manner.
In the language of Campbell and Stanley (1963), the threat here is selection and
all of the various interactions involving selection. One can try to mitigate the problem by
assigning subjects to groups (or selecting intact groups) in ways that make it likely that
the groups do not differ greatly prior to the treatment, but one always worries about the




Description of the Study
The No Child Left Behind (NCLB) Act provides new education options for many
families. This federal law allows parents to choose other public schools or take
advantage of free tutoring if their child attends a school that needs improvement. Also,
parents can choose another public school if the school their child attends is unsafe. The
law also supports the growth of more independent charter schools, funds some services
for children in private schools, and provides certain protections for home schooling
parents. Finally, it requires that states and local school districts provide information to
help parents make informed educational choices for their child (U. S. Department of
Education, 2010).
The Recovery Schools District is a special state school district administered by
the Louisiana Department of Education. Created by legislation passed in 2003, the
Recovery School District is dedicated to turning underperforming schools into successful
schools. Schools that fail to meet state minimum reading standards for at least four
consecutive years are eligible for state intervention. These schools can be placed into the
Recovery School District or retained by the local school board under the terms of a
supervisory Memorandum of Understand and related School Recovery Plan (Louisiana
Recovery School District, 2010).
In Louisiana, a total of 113 schools have been placed in the Recovery School
District. Five New Orleans schools were placed in the Recovery School District prior to
Hurricane Katrina. As a result of legislation passed in November 2005, another 108 low
performing schools in Louisiana were transferred to Recovery School District. As the
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state repopulates and recovers from Katrina, schools are being repaired, rebuilt and
reopened. Currently, 69 Recovery School District schools are open in New Orleans,
including 23 traditional public schools and 46 public charter schools. The Recovery
School District also includes one direct run and one charter school in Caddo Parish, 7
charter schools in East Baton Rouge Parish and one charter school in Pointe Coupe
Parish. The Recovery School District has one direct run school and two charter schools
in St. Helena Parish. In addition, 25 schools eligible for placement in the Recovery
School District are operating under Memorandum of Understand (Louisiana Recovery
School District, 2010).
Benjamin Banneker Elementary School is located in New Orleans, LA and is one
of the schools in Recovery School District of New Orleans. It is a public school that
serves 388 students in grades PK, K-8. In 2009, Benjamin Banneker Elementary School
had 13 students for every full-time equivalent teacher. The Louisiana average is 14
students per full-time equivalent teacher. In 2009, Benjamin Banneker Elementary
School had 13 students for every full-time equivalent teacher. Of the 388 full time
students at Benjamin Banneker, 53% of them are males. Of the total school population,
96% of the students receive free and reduced lunch and 97% percent are Low social
economic (Louisiana Recovery School District 2010).
Since 1994, a community based non-profit organization named For the Children
(FTC) has provided reading assistance to hundreds of students in low-performing
Uptown New Orleans public schools. Volunteers come to one of two school sites
(Sophie B. Wright and Benjamin Banneker) to work with students during the school day
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in a variety of ways. Volunteers serve as reading buddies, reading tutors, and classroom
assistants. Volunteers represent several types of support: community member volunteers,
service learning students who receive reading credit from a local university, and student
workers who are paid through the Federal Work-Study Program. As of 2010, the
Reading Buddy Program by For the Children became part of Tulane University
Department of Community Service (Tulane University, 2010).
Response to Intervention (RTI) is a tiered process that provides high-quality,
research based instruction and interventions that are matched to a student’s reading and
behavioral needs. Additional essential components include monitoring reading and/or
behavioral student progress and making data-driven decisions about student curriculum
based on a review of that progress (Recovery School District, 2010).
State assessment data from the New Orleans Recovery School District (RSD)
indicates that many of the district’s students have strong reading needs. Research
indicates that students who are not successful academically often receive instruction that
does not address their individual needs. The RTI process has been endorsed by many
agencies including the National Research Council and the U. S. Department of Education
as the most effective system to provide appropriate instruction to students with reading
challenges. It is particularly effective as an elementary school program to provide Early
Intervening Services. The RSD has adopted this process as a district-wide initiative to
improve student outcomes and foster reading success.
To address the high number of students needing reading interventions, whole
classrooms of students may receive reading, language and math interventions in RSD
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Schools. The purpose of strong district supported interventions is not only to bring
students to grade level, but to also provide students with acceleration and enrichment
opportunities that will reinforce their success and assist them in achieving their potential.
To organize a system of supportive placement and intervention determination, instruction
in the RSD is based on a three tiered process as follows:
• Tier I is the level at which students are achieving grade-level success. (Tier
determination is based upon DIBELS, Benchmark, SRI and State Assessment
results.)
• Tier II is implemented when students need strategic support to achieve grade-
level success. (Consistent with Approaching Basic Scores on State
Assessments.)
• Tier III is the level at which students need intensive support to achieve grade-
level success. (Consistent with Unsatisfactory scores on State Assessments.)
The RTI process is designed to help principals, teachers, parents, specialists, and
paraprofessionals utilize data-based decisions to improve the educational outcomes for all
students, especially those students whose success is at risk due to reading or behavioral
challenges.
Successful outcomes reduce the need for special education services. Unless a
student has an obvious disability requiring Special Education services (e.g., severe
autism, severe physical disabilities, etc.), a referral for a Special Education evaluation is
expected to be accompanied by data demonstrating that the student was provided with
appropriate scientific research-based instruction (including interventions) in the general
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education setting, delivered by qualified personnel, along with progress monitoring data
as required by federal and state regulations. If, over time, collected data indicate that the
student has not shown adequate progress despite implemented research-based
interventions, consideration for Special Education may be warranted.
Student skill level is determined through Universal Screening. The RSD employs
several objective assessments across all grades to determine whether a student is at grade
level—DIBELS, Benchmark Assessments, SRI Assessments, Math Curriculum Based
Assessments (Math CBM) and State Assessments are all used as objective measures to
assess the students’ skills and monitor their progress. Universal screening identifies
those students who may be at risk for reading failure or have a history of reading failure.
Students are assigned to tiers according to assessment indices that indicate the level of
intervention intensity required to move a student to grade-level success. Appropriate
interventions are administered accordingly. As interventions are applied, student
progress is monitored through intervention assessments, Benchmark assessments,
DIBELS assessment, Aimsweb progress monitoring, and finally through the LEAP,
iLEAP and GEE assessments administered in the spring (Recovery School District,
2010).
Each school houses a For The Children reading room called the Reading Buddy
Room with tables, chairs, a library of books and class materials, as well as, sofas that help
create a comfortable and enjoyable environment for students while they work with their
buddy/tutor. Each room is staffed by a FTC site manager. FTC runs from September
through April. All new volunteers are required to attend an on-site orientation, and there
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are several days and times in September and January for individuals to choose from. At
an orientation, new volunteers receive a program overview, and are required to fill out a
background check processed by NOPD Records Department. Tulane University’s
Reading Service Learning Department has a partnership with For the Children to create
the Reading Buddy Room (Tulane University, 2010).
Tulane University’s Reading Service Learning is an educational experience based
upon a collaborative partnership between the university and the community. “Learning
by doing” enables students to apply reading knowledge and critical thinking skills to
meet genuine community needs. Through reflection and assessment, students gain
deeper understanding of course content and the importance of civic engagement (Tulane
University, 2010).
The number of students participating in service learning at Tulane has grown
steadily through the years. As a result, a new requirement instituted in the 2006
Renewal Plan by Tulane University requires all incoming undergraduates to complete
one semester of service learning course work. This is followed by another semester in
which students choose from a variety of public service components. This is completed
by participation numerous options provided by The Center for Public Services of New
Orleans (Tulane University, 2010).
The Center for Public Service defines community-based research (CBR) as
collaborative, change-oriented research that engages faculty members, students, and
community members in projects that address community needs. CBR develops, not
only, the civic capacity of students, but it also empowers community members, creates
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self-sustaining communities and has the possibility of effecting social change (Tulane
University, 2010).
The Center for Public Service administers the Public Service requirement of the
undergraduate core curriculum. The guiding principle of the Center includes the belief
that public service, rooted in a reading context while growing into other areas of service,
contributes to the development of student civic engagement. The undergraduate Public
Service graduation requirement is grounded in a sustained sequence of learning
articulated by the Center’s mission. Instituting a cumulative and reflective graduation
requirement makes explicit the ideal that education uniting public service and
scholarship can be a transformative experience. The Center for Public Service manages
curricular as well as extracurricular service activities. Students may receive credit
towards their graduation requirements for a variety of public service activity options.
Students are also invited to engage in volunteer activities that serve the community
(Tulane University, 2010).
To complete the Public Service graduation requirements students must:
• Successfully complete one service learning course at the 100-, 200-, or 300-
level before the end of their sophomore year or fourth semester on campus.
• During their junior or senior year (after four semesters of coursework),
participate in one of the following Center for Public Service approved
programs (at the 300-level or above):
• Service learning course
• Reading service learning internship
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• Faculty-sponsored public service research project
• Public service honors thesis project
• Public service-based international study abroad program.
• Capstone experience with public service component
Community Partnerships ensure that students provide needed public service. In
partnership with Center for Public Service (CPS), community members act as co
educators and foster some of the most powerful learning experiences of Tulane students.
CPS has committed to involving community members in activity identification, design
and implementation (Tulane University, 2010).
As a bridge developed between the local school Benjamin Banneker and Tulane
University, the Reading Buddy Room services students in the following manner:
• There is no criterion beyond grade level children reading below grade level
needing help to improve their skills
• Children reading on or above grade level are introduced to literature,
encouraged to love reading and read at home
• For the Children has done it this way since the program was founded in 1994
• As the numbers of volunteers and Tulane students increased the program
expanded more grades
• As students arrive at Benjamin Banneker, For the Children makes the
commitment to providing each child in that grade with a reading buddy
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Any student that has met the requirements of Tulane University’s Center for Public
Service undergraduate program can participate with For the Children Mentoring Program
regardless of reading major or minor (Tulane University, 2010).
The Reading Buddy Room stops at fifth grade because scheduling becomes
problematic as students move from teacher to teacher. In grades 6-8, students visit
teachers based upon content area; as a result, students do not receive instruction from
only one teacher per day. Also, many upper grade teachers tend not give missed
instruction time within each of the core curriculum classes. Mentors are placed with
teachers as classroom assistants in grades 6 through 8 to help teachers individualize and
differentiate instruction in content areas, but not specifically in reading, and they do not
necessarily work with the same students on each visit. Currently, For the Children has
about 175 volunteers/mentors working at Banneker from 1.5 hours to 1 6 hours per
week (Tulane University, 2010).
The student participants were selected from Benjamin Banneker Charter School
of New Orleans Recovery School District whom voluntarily participates in the study.
The students were required to have been students at Benjamin Banneker Charter School
during the 2010-11 school year. The mentors must be mentors for one or more of the
students at Benjamin Banneker during the 20 10-2011 reading school year. A minimum
of 30 mentor/mentee partners participated in the investigation. The teachers and leaders
of the school must have worked in Benjamin Banneker Charter School during the 2010-
2011 school years and taught one or more of the participating students. A light snack or
finger foods were provided for the students that participate in the study. A teacher survey
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was given to the teachers after school hours and light refreshments were provided for the
teachers that participate in the survey. A brief description of the purpose of the study was
presented by the researcher. Mentor surveys were conducted with volunteer mentors that
were working in the Reading Buddy Room on the given day of the study data collection.
The administration interviews were conducted after the school day in a pre-selected
location of the school administrators. The mentors participated on a voluntary base. The
student participants were asked to complete a student survey during a predetermined time
within school hours.
Instruments and Measurement
Data were collected by using the following instruments:
• Response to Intervention Data
• Principal/School Leader Interview (PSLI)
• Reading Buddy/Mentor Survey (RBMS)
• Teacher Survey/Questionnaire (TSQ)
• Student Survey / Questionnaire (SSQ)
Response to Intervention data was collected in the form of SRI data Scholastic recovery
inventory. Data were collected from grades four and five. It measured the students’
Lexile Scores from the current school year. Scores were collected from students that
participated in the investigation.
Principal/school leader interview questions consisted of open-ended questions that
corresponded to the research questions. Interviews were conducted individually to ensure
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often said authenticity of the research questions. Interviews were audio-taped and
transcribed for accuracy.
Survey questions were given to teachers, mentors, and mentees. The surveys
consisted of 56 questions aligned with the research questions. Research questions 1
through 10 were measured by the use of t-tests. Research questions at 11 through 16
were measured by the use of Pearson correlation.
The t-tests assess whether the means of two groups are statistically different from
one another this analyst is appropriate whenever you want to compare the means of the
group. The t-tests measure the difference between the mentor and the mentee only.
Pearson correlation is a number between -1 and positive one that measures the
degree of associations between two variables called X and Y. A positive value for the
correlation implies a positive association. A negative value for the correlation implies
negative or inverse association. Correlations are measured as strong moderate or weak in
positive or negative measurements.
Surveys provided data on teacher experience, teacher experience at the school,
students grade level, students age, years attending school, mentors years of experience at
school and is the mentor a student or community member. The data were further
analyzed to determine if there were other significant findings that could add to depth of
the study.
Data Sources
A quasi-experimental design is one that looks much like an experimental design,
but lacks the key ingredient—random assignment. The true experiment is often thought
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of as the only research method that can adequately measure the cause and effect
difference. The following samples were methods used to collect student data.
Pretest/Posttest Equivalent Groups Study
This method is the most effective in terms of demonstrating cause and effect, but
it is also the most difficult to perform. The pretest posttest equivalent groups design
provides for both a control group and a measure of change, but also adds a pretest to
assess any differences between the groups prior to the study taking place. To apply this
design to my work experience study, the researcher purposefully selected students from
Benjamin Banneker Charter School. The Tier I Response to Interventions was then used
to measure the levels at which students are achieving reading progress. Tier
determination is based upon DIBELS, SRI, SRI and State Assessment results; these
results were gathered from the 2011 -2012 school year.
It is important that the groups be treated in a similar manner for variables such as
socialization, teaching styles, human personality, and previous learning experiences. At
the end of the chosen RTI session, results were gathered and compared: it should be
based on multiple and varied sources of evidence, it should be compound in realization, it
must attend to process as well as outcome, it is better off when theory driven, and it leads
ultimately to multiple analyses that attempt to bracket the program effect within some
reasonable range (Cook & Cambell, 1979).
Description of the Setting
The participants were selected from Benjamin Banneker Charter School of New
Orleans Recovery School District. A minimum of 30 participating in the Reading Buddy
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Room were selected to participate as the experimental group. Surveys were completed
during reading time with the mentor, so that it did not impact the instruction time of the
teacher.
Students were given the survey in a designated area within the school building so
that the participants were comfortable. Clarity was provided to students by the primary
investigator upon student request. The survey was given in two sessions to reduce the
number questions on a given time period; questions 1-25 were given on the first session;
all remaining questions were given on the second. A gift bag and light snack were
provided for the students after they completed the survey. The gift bags were distributed
by the primary investigator upon completion of the survey.
Teachers were provided surveys during planning and break times. A brief
summary of the study was presented prior to the survey being taken. As an incentive for
participation from the teachers, refreshments were provided, as well as gift cards were to
participants as an incentive at the end of survey.
Mentors were selected throughout the day based upon their participation with the
Reading Buddy Room during the 2010-11 school year; all mentor participants were
required to have mentored students of Banneker during the 2010-2011 school year so that
accurate data could be collected. Light snacks and finger foods were provided for the
mentors that complete the interview questions provided by the researcher. The mentee
must also have the consent form returned and signed by the mentee’s parent or guardian.
Administrator interviews took place in an administrative conference room after
school hours, where light refreshments were provided. Administrator interviews
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opportunities were provided outside the school hours for purposes of convenience.
Individual interviews were conducted for the purpose of integrity.
Limitations of the Study
The following limitations may have occurred while conducting the research.
• The exact number of hours or time the student spent with the mentor.
• The accuracy and reliability of the independent variables data received from
students because of their limited understanding of the variables definition and
deficits due to characteristics of elementary age children.
• The accuracy of the student’s social economic status based upon free and
reduced lunch status.
• The participants may not have bern honest due to fear of institutional
repercussions.
• The student’s prior educational experiences in respect to teaching styles and
learning environment.
• The student’s home living environment and random social occurrences
• Participant bias to the program.
• All students in the school participate in The Reading Buddy Room. As a
result, a control group could not be created.
• Limited number of mentors that met the requirements of the study by being a
mentor of the 2010-11 school and 2011-2012 school year only community
volunteers were used.
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Significant findings with a lower number participant, limits ability to
generalize from the findings of the study.
Human Subject Review
Those persons that were selected to participate in the study, along with the parents
of the student participants, were given the Research Question protocol and were given an
in depth understanding of the significance of their participation and how their information
would be used and disseminated. In order to ensure the safety of all parties involved in
the study, the participants signed a letter of consent. On that form was: the purpose of the
study, the benefits of the participation, my contact information, and a confidentiality
statement. The participants were also informed in the consent agreement of their ability
to withdraw from the study at any time. This letter of consent was returned within a one
week time period.
Data Collection Process
The data analysis was done through the use of data analysis matrix and through
the use of extensive interview review and analysis. The researcher also took extensive
field notes that were used to organize and analyze the data that were collected (Creswell,
2007).
The administrator interview questions were left open in order to try and gather the
best possible data. The interview questions were directly relative to the research
questions. The common themes were identified in the interviews and questionnaires and
were organized according to their relevance to the variables espoused in the research
questions. The responses to the questions were coded according to the order of
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importance from not at all to extremely. An option of “I don’t know” was provided for
answer selections that could not be rated. The coding was developed after the responses
to the questions had been reviewed and the best practices for coding were developed.
Finally, the findings were documented in discussion and table format within the body of
the written study results.
Data Validity and Trustworthiness
Several data validity tests were done through the use of triangulation throughout
the data collection process. The collected analyzed data were compared to other sources
of research on the topic. Triangulation was used as a means of ensuring that the data are
consistent across the body of research. Triangulation occurs when several sources of data
are utilized to ensure the validity of the outcomes that are found in the research (Goin,
2002). Triangulation is described as a means by which to corroborate evidence from
different sources to shed light on a theme or perspective (Creswell, 2007).
The participants were asked to review the interviews once they were transcribed.
The process of member checking as described by Creswell (2007) is the process of
excluding researcher bias in interview transcription. Member checking is done by
allowing those that participated in the study an opportunity to review the transcription of
their responses to interview question for accuracy.
The final method of establishing validity was done through the use of
retrospective prolonged understanding of the culture of the institution where the





The purpose of this investigation was to examine the influences of recreational
reading provided by Reading Buddy Mentors on reading progress. As a corollary benefit
of this type of mentoring program, the attributes of intrinsic motivation, self-efficacy and
career aspiration development, as evident by a student’s social experience and exposure
to diverse professional careers through mentor programs help low income students of the
New Orleans Recovery School District. In this investigation, Reading Buddy Program’s
impact was measured by looking at its impact on the student’s Response to Intervention
utilized at Benjamin Banneker Charter School of New Orleans Recovery School District.
Data collected for this study include student SRI data, studentlmentee survey data,
mentor survey data, teacher survey data, and two administrator survey interviews. The
data were collected and analyzed in order to address the research questions associated
with the study. The data were further analyzed to determine if there were other
significant findings that could add to depth of the study. This chapter contains the data
analysis findings that were used to address the following research questions:




RQ2: Is there a significant difference between student/mentor and self-
efficacy?
RQ3: Is there a significant difference between student/mentor and career
aspirations?
RQ4: Is there a significant difference between student/mentor and intrinsic
motivation?
RQ5: Is there a significant difference between student/mentor and outside of
the school activities?
RQ6: Is there a significant difference between student/mentor and family
recreation activities?
RQ7: Is there a significant difference between reading recreationally and
student reading achievements?
RQ8: Is there a significant difference between self-efficacy and student reading
achievements?
RQ9: Is there a significant difference between career aspirations and student
reading achievements?
RQ1O: Is there a significant difference between intrinsic motivation and student
reading achievements?
RQ 11: Is there a significant difference between out of school mentor relations
and student reading achievements?
RQ12: Is there a significant difference between community partnerships and
student achievements?
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RQ 13: Is there a significant difference between family activities and student
achievements?
RQ14: Is there a significant difference between self efficacy and intrinsic
motivation?
RQ15: Is there a significant difference between self efficacy and career
aspiration?
RQ16: Is there a significant difference between career aspiration and intrinsic
motivation?
RQ17: I-low does the Reading Buddy Program impact intrinsic motivation of
students to achieve reading?
The remainder of this chapter is comprised of four major sections, which include
a detailed overview of the data analysis procedures that were used to analyze the SRI
data, the survey data, and the interview data, a presentation of the descriptive results, a
presentation of the results addressing each research question, and an overall summary of
the chapter.
Data Preparation and Analysis
Three primary data sources were used for this study. Student SRI data were
available for 19 out of the 23 students who participated in the Reading Buddy Program.
No SRI data were available for third grade students. The SRI data consisted of a pre and
post score, which yielded a measure of growth for each student. LEAP data were also
available, but only for nine of the students and there was no measure of growth, therefore
the SRI data were used instead of the LEAP data for this particular study. The SRI data
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provide a measure of student growth and therefore provide a descriptive measure of the
possible impact of the program on student achievement. The SRI data were descriptively
analyzed by computing means and standard deviations, and by constructing a box plot
showing the distributional characteristics associated with student growth.
The second data source consisted of surveys: (a) a mentee survey, (b) a mentor
survey, and (c) a teacher survey. All three surveys contained the same general 56 items.
The survey items were used to measure the specific outcomes or variables associated
with the study such as self-efficacy, reading recreationally, career aspirations, intrinsic
motivation, school activities, family recreation, and differences amongst these variables.
The internal reliability of the survey was assessed by computing a Cronbach’s alpha.
However, prior to conducting the reliability analysis and prior to computing the scale
scores for the variables of interest, the participants’ responses were recoded to reflect a
true five-point scale where responses of “don’t know” were rescored to reflect
uncertainty or neutrality (value of three), responses of “not at all” remained as values of
one, responses of “not very much” remained as values of two, responses of “somewhat”
were recoded to a value of four, and responses of “extremely” were recoded to a value of
five. Therefore higher scores consistently reflect a greater level of perceived importance.
The results indicate that the 56 survey items yielded an excellent degree of
reliability, a. .91 (Ponterotto & Ruckdeschel, 2007), and the descriptive results indicate
that the overall or mean rating across all 56 items was 3.59 (neutral to some importance)
and the range of overall scores was relatively narrow with the lowest score being 2.6
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(very little to little importance) and the highest score being 5.0 (extreme importance) (see
Table 1).
Table 1
Survey Internal Reliability and Descriptive Summary
Range
Source n Mean SD Potential Actual Skew
Importance survey 42 3.59 .50 0.91 1-5 2.6-5.0 0.69
The survey scores associated with each outcome were descriptively analyzed by
computing means and standard deviations, and constructing a comparative box plot
showing the distributional characteristics of the data for each group (mentees, mentors,
and teachers). The first 16 research questions were addressed via the analysis of this
data. For research questions one through six, an independent samples t-test was
conducted. Since the mentee and mentor surveys were not one-to-one matches, the
independent samples t-test was used to determine if the two groups differed in their mean
scores regarding their perceptions of the importance of the Reading Buddy Program on
each of the variables of interest, and when no differences were found, the two groups
were assumed to be related with regard to their importance perceptions. The independent
samples t-test was used given that two independent groups were compared on a
parametric dependent variable (Field, 2009). Statistical significance was determined by
an alpha level of .05, assuming a two-tailed test (Field, 2009).
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Research questions 7 through 16 were addressed by computing descriptive
statistics for each survey scale score reflecting the inter-differences among the variables,
and by computing a Pearson correlation coefficient to determine the strength of the
difference between the variables of interest (e.g., self-efficacy, reading recreationally,
career aspirations, intrinsic motivation, school activities, family recreation, reading
achievements, and community partners). Pearson correlation was used given that the
variables were continuous and the differences were assumed to be linear (Field, 2009).
The third data source consisted of two administrator interviews that contained a
set of 16 questions from the Leadership Importance Survey. The administrators’
responses were used to address the research question 17. The overall themes that
emerged from the administrators’ responses were used collectively to address this
research question.
Results
The first part of this section includes a descriptive summary of the participants’
demographic characteristics. However, the mentee survey was based on only 20 of the
23 students who participated in the mentoring program (three fourth graders did not
complete a mentee survey). The second part of this section includes a descriptive
presentation of the students’ SRI performance and the participants’ responses regarding
the reading achievement of the students. The third and final part of this section includes
a presentation of the data analysis results addressing each research question.
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The gender composition of the three groups of survey participants is summarized
in Table 2. The results indicate that while the mentees were equally distributed on
gender, the mentors and the teachers tended to be female (70% and 91.7%, respectively).
Table 2











The grade levels represented in the survey component of this study included third,
fourth and fifth grade. Table 3 shows the number and percentage of students within each
grade level. The results indicate that 20.0% of the students were in third grade, 55.0%
were in fourth grade, and 25% were in fifth grade at the time of the study.
55
Table 3
Student Grade Level Composition
Grade level Frequency Percent
Students 20 100.0
Third grade 4 20.0
Fourth grade 11 55.0
Fifth grade 5 25.0
The number of years mentoring, the number or years teaching at the research
school, and the number of years teaching in total are descriptively summarized in Table
4. The results indicate that the mentors’ years of mentoring ranged from 0.5 years to 6
years with a mean of 3.35 years. The teachers’ years at the current school ranged from
less than one year to six years with a mean of 3.46 years. The teachers’ years of teaching
experience ranged from 5 to 28 years with a mean of 18 years of teaching experience.
Therefore, some of the teachers had relatively few years of teaching experience at the
current school despite having a substantial amount of teaching experience in general.
Finally, three of the teachers did not provide their years of teaching experience, which
resulted in a sample size of 9 instead of 12.
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Table 4
Mentor and Teacher Years ofExperience
Source n Minimum Maximum Mean SD
Mentors
Years mentoring 10 0.50 6.00 3.35 1.92
Teachers
Years at school 9 0.17 6.00 3.46 2.09
Years teaching 9 3.00 28.00 18.00 10.14
The descriptive data based on the students’ SRI scores are presented by grade
level in Table 5. The results indicate that there was a lot of variability in the students’
SRI baseline scores, their SRI post assessment scores, and their SRI growth scores. For
fourth grade students, the mean growth was 74.15 points, although the growth scores
ranged from a decrease of 135 points to an increase of 381 points. For fifth grade
students, the mean growth was 15.80 points, although the growth scores ranged from a
decrease of 773 points to an increase of 422 points. Therefore some of the students
progressed while other students regressed. However, on average, there was positive
growth for both grade levels.
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Table 5
Student SRI Baseline, Post Assessment, and Growth Scores by Grade Level
Source n Minimum Maximum Mean SD
Fourth grade
SRI baseline 14 0 850 387.00 296.83
SRI post 13 0 957 466.69 291.22
SRI growth 13 -135 381 74.15 166.25976
Fifth grade
SRI baseline 5 0 876 505.80 359.00
SRI post 5 103 904 521.60 297.44
SRI growth 5 -773 422 15.80 458.51
In order to examine the distributional characteristics of the scores, and to
determine if those with very large decreases were in fact outliers or exceptions within
their distributions, box plots were constructed. The box plots featured in Figure 2
indicate that for fourth grade, there were no extreme values or outliers with regard to
students’ growth scores. The distribution was slightly positively skewed given the longer
upper whisker (top 25% of scores) relative to the bottom whisker (lowest 25% of scores).
With regard to fifth grade, there was one extreme score at the upper end of the
distribution and there was one outlier or exceptional score at the lower end of the
distribution. Therefore the student who had a decrease in performance of 773 points was



















Figure 2. SRI Growth Score Distribution by Grade Level
The SRI descriptive results indicate that the majority of the students represented
in this study showed growth as measured by the SRI score gain from the baseline
assessment to the post assessment. In addition, some students showed substantial gains
while a few showed substantial losses.
The primary dependent variable in this study was reading achievement, which
was measured via the surveys. Table 6 displays the descriptive statistics for the reading
achievement variable by group. The results indicate that teachers had the highest mean
score (M= 4.06) followed by the mentors (M 3.88) and finally the mentees (M 3.85);
although the mentee mean score and the mentor mean score was almost identical. With
regard to the variability in the responses, the three groups had relatively similar amounts
of variability as indicated by the size of their standard deviations.
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Table 6
Reading Achievement by Group
Source n Minimum Maximum Mean SD
Mentee 20 2.00 5.00 3.85 0.74
Mentor 10 3.17 4.83 3.88 0.62
Teacher 12 2.33 5.00 4.06 0.73
The mentors had the least amount of variability in their scores (SD = 0.62)
followed by teachers (SD = 0.73), and finally mentees (SD 0.74). The mean scores
reflect a small level of importance (mentees and mentors) to some level of importance
(teachers) attributed to the Reading Buddy Program with regard to reading achievement.
However, there were some participants in all three groups who perceived the program to
have an extensive impact on the reading achievement of students.
The distributional characteristics for reading achievement by group are featured in
Figure 3. The box plots indicate that the mentee distribution was relatively normal with a
slight negative skew and an extreme score at the lower end of the scale. The mentor
distribution was positively skewed, but there were no extreme scores or outliers. Finally,
the teacher distribution had a longer upper whisker suggesting a positive skew in the
scores, but the extreme value and the outlier at the lower end of the scale resulted in an














Figure 3. Reading Achievement Distribution by Group
The reading achievement descriptive results indicate that teachers see the Reading
Buddy Program as more important to student reading achievement than do mentees or
mentors, although none of the groups see the mentor program as being not at all
important or extremely important to reading achievement on average. The results also
indicate that the students or mentees had the most variability in their perceptions of the
importance of the mentor program on their reading achievements and mentors had the
least amount of variability.
RQ 1: Is there a significant difference between student/mentor and reading
recreationally?
Descriptive statistics and an independent samples t-test were used to address this
question.
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Table 7 presents the descriptive results by group, which indicate that mentees had
the highest mean score (M = 4.27) followed by the teachers (M = 4.10), and finally the
mentors (M= 3.57).
Table 7
Reading Recreationally by Group
Source n Minimum Maximum Mean SD
Mentee 20 2.67 5.00 4.27 0.62
Mentor 10 2.67 4.67 3.57 0.52
Teacher 12 2.33 5.00 4.10 0.80
In addition, the mentors had the least amount of variability in their scores (SD =
0.52) followed by mentees (SD = 0.62), and finally teachers (SD = 0.80). The mean
scores reflect a small level of importance (mentors) to a moderate-high level of
importance (mentees).
The distributional characteristics for the three groups are displayed in Figure 4.
The results indicate that the mentee distribution had an extreme score at the lower end of
the scale, although the distribution was relatively normally distributed as indicated by the







Figure 4. Recreational Reading Distribution by Group
The mentor distribution was positively skewed with an extreme score at the upper
and lower end of the scale. Finally, the teacher distribution had the most variability and
the distribution was negatively skewed, although there were no outliers or extreme
scores.
The independent samples t-test results featured in Table 8 indicate that when
comparing the mentee mean score to the mentor mean score, a significant difference was
found, t(28) = 3.07,p .005.
Table 8
Recreational Reading Independent Samples t-Test Results
Mean Standard 95% CI
Source Difference Error t df p Lower Upper
Recreational Reading 0.70 0.23 3.07 28 0.005 0.23 1.17
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The results for research question 1 indicate that mentee’s had a statistically
significantly higher mean recreational reading importance score than did mentors.
Therefore, there is not a significant difference between student/mentor and reading
recreationally. Specifically, mentee’s perceive the Reading Buddy Program to be more
important to reading recreationally than do mentors.
RQ2: Is there a significant difference between student/mentor and self-
efficacy?
Descriptive statistics and an independent samples t-test were used to address this
question. Table 9 contains the descriptive results by group. The results indicate that
teachers had the highest mean score (M = 4.17) followed by the mentees (M = 3.90), and
finally the mentors (M= 3.83). In addition, the mentors had the least amount of
variability in their scores (SD = 0.50) followed by teachers (SD = 0.78), and finally
mentees (SD = 0.80). The mean scores represented some level of importance (mentors)
to a quite a bit of importance (teachers).
Table 9
Self-Efficacy by Group
Source n Minimum Maximum Mean SD
Mentee 20 1.75 4.75 3.90 0.80
Mentor 10 3.00 4.50 3.83 0.50
Teacher 12 2.00 5.00 4.17 0.78
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The distributional characteristics based on the self-efficacy scores for the three








Figure 5. Self-Efficacy Distribution by Group
The results indicate that the mentee distribution had an extreme score at the lower
end of the scale and the distribution was somewhat negatively skewed given the
relatively longer lower whisker. The mentor distribution was also negatively skewed, but
there were no extreme scores or outliers. Finally, the teacher distribution was positively
skewed with the exception being the outlier on the lower end of the scale.
The independent samples t-test results featured in Table 10 indicate that when
comparing the mentee mean score to the mentor mean score, no significant difference
was found, t(28) O.2’7,p = .789.
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Table 10
Self-Efficacy Independent Samples t-Test Results
Mean Standard 95% CI
Source Difference Error t df p Lower Upper
Self-efficacy 0.08 0.28 0.27 28 0.789 -0.49 0.64
The results for research question 2 indicate that there is no significant difference
between the mentee’s mean self-efficacy score and the mentor’s mean self-efficacy score.
Therefore a difference appears to exist between student/mentor and self-efficacy.
RQ3: Is there a significant difference between student/mentor and career
aspirations?
Descriptive statistics and an independent samples t-test were used to address this
question. The descriptive results by group are presented in Table 11. The results indicate
that mentees had the highest mean score (M= 3.84) followed by the teachers (M 3.44),
and finally the mentors (M= 3.07). In addition, the mentors had the least amount of
variability in their scores (SD = 0.48) followed by mentees (SD = 0.66), and finally
teachers (SD = 1.00). The mean scores represented a relatively neutral level of
importance (mentors) of the program on career aspirations to some level of importance
(mentees) attributed to the program.
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Table 11
Career Aspirations by Group
Source N Minimum Maximum Mean SD
Mentee 20 2.71 5.00 3.84 0.66
Mentor 10 2.14 3.71 3.07 0.48
Teacher 12 1.86 5.00 3.44 1.00
Figure 6 features the distributional characteristics for career aspirations by group.
The results indicate that the three distributions were relatively normal with no extreme







Figure 6. Career Aspirations Distribution by Group
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The independent samples t-test results presented in Table 12 indicate that when
comparing the mentee mean score to the mentor mean score, a significant difference was
found, t(28) = 3.26,p = .003.
Table 12
Career Aspirations independent Samples t-Test Results
Mean Standard 95% CI
Source Difference Error t df p Lower Upper
Careeraspirations 0.76 0.23 3.26 28 0.003 0.28 1.24
The results for research question 3 indicate that mentees had a statistically
significantly higher mean career aspirations importance score than did mentors.
Therefore, no significant difference exists between student/mentor and reading
recreationally. Specifically, mentee’s perceive the Reading Buddy Program to be more
important to career aspirations than do mentors.
RQ4: Is there a significant difference between student/mentor and intrinsic
motivation?
Descriptive statistics and an independent samples t-test were used to address this
question. Table 13 contains the descriptive results by group, which indicate that the three
groups of participants were relatively similar with regard to their mean intrinsic
motivation scores. Mentees had the highest mean score (M 4.18) followed by the
teachers (M 4.08), and finally the mentors (M 3.98).
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Table 13
Intrinsic Motivation by Group
Source n Minimum Maximum Mean SD
Mentee 20 2.00 5.00 4.18 0.63
Mentor 10 3.00 4.89 3.98 0.64
Teacher 12 2.33 5.00 4.08 0.82
In addition, mentees and mentors had a very similar amount of variability in their
scores (SD = 0.63 and SD = 0.64, respectively) while teachers had a greater amount of
variability (SD = 0.82). The mean scores represented some level of importance (mentors)
associated with the Reading Buddy Program to a little bit more than some importance
(mentees) with regard to students’ intrinsic motivation.
The distributional characteristics for intrinsic motivation for the three groups of
participants are presented in the box plots displayed in Figure 7. The results indicate that
for the mentee distribution, there was one extreme value on the lower end of the scale and
the distribution was somewhat positively skewed given the longer upper whisker relative
to the lower whisker. For the mentor distribution, the scores were relatively normally
distributed with no extreme scores or outliers. Finally, for the teacher distribution, the
scores were negatively skewed given the longer lower whisker relative to the upper
















Figure 7. Intrinsic Motivation Distribution by Group
Teacher
The independent samples (-test results featured in Table 14 indicate that when
comparing the mentee mean score to the mentor mean score, no significant difference
was found, ((28) O.8l,p .426.
Table 14
Intrinsic Motivation Independent Samples (-Test Results
Mean Standard 95% CI
Source Difference Error T df p Lower Upper
Intrinsic motivation 0.20 0.25 0.81 28 0.426 -0.30 0.70
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The results for research question 4 indicate that there is no significant difference
between the mentee’s mean intrinsic motivation score and the mentor’s mean intrinsic
motivation score. Therefore, a difference appears to exist between student/mentor and
intrinsic motivation.
RQ5: Is there a significant difference between student/mentor and outside of
the school activities?
Descriptive statistics and an independent samples t-test were used to address this
question. Table 15 provides the descriptive results by group. The results indicate that the
teachers had the highest mean score (M= 3.30) followed by the mentees (M= 2.11), and
finally the mentors (M 1.72). In addition, mentees had the most variability in their
scores (SD 0.90) followed by teachers (SD = 0.69), and finally mentors (SD = 0.50).
The mean scores represented very little importance (mentors) to less than some
importance (teachers).
Table 15
Outside School Activities by Group
Source n Minimum Maximum Mean SD
Mentee 20 1.40 5.00 2.11 0.90
Mentor 10 1.00 1.80 1.72 0.50
Teacher 12 1.80 4.40 3.30 0.69
Figure 8 displays the distributional characteristics for the three groups with regard













Figure 8. Outside School Activities Distribution by Group
The results indicate that for the mentee and the mentor distribution, there was no
inter-quartile range, but rather a median and scores falling above and/or below the
median, which were outliers relative to the mean of the distribution. For the teacher
distribution, the scores were positively skewed given the long upper whisker and the
relatively non-existent bottom whisker, and there was an extreme score at the lower end
of the distribution.
The independent samples t-test results featured in Table 16 indicate that when
comparing the mentee mean score to the mentor mean score, no significant difference
was found, t(28) l.32,p = .198.
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Table 16
Outside School Activities Independent Samples t-Test Results
Mean Standard 95% CI
Source Difference Error t df p Lower Upper
Outside school activities 0.39 0.29 1.32 28 0.198 -0.21 0.99
The results for research question 5 indicate that there is no significant difference
between the mentee’s mean outside school activities score and the mentor’s mean outside
school activities score. Therefore, a difference is assumed to exist between
student/mentor and outside school activities.
RQ6: Is there a significant difference between student/mentor and family
recreation activities?
Descriptive statistics and an independent samples t-test were used to address this
question. Table 17 provides the descriptive results by group. The results indicate that the
teachers had the highest mean score (M= 2.42) followed by the mentees (M 2.15), and
finally the mentors (M = 2.10). In addition, mentees had the most variability in their
scores (SD = 1.23) followed by mentors (SD = 0.83), and finally teachers (SD = 0.67).
The mean scores represented very little importance (mentors and mentees) to little
importance (teachers).
Table 17
Family Recreation by Group
Source N Minimum Maximum Mean SD
Mentee 20 1.00 5.00 2.15 1.23
Mentor 10 1.00 3.33 2.10 0.83
Teacher 12 1.00 3.00 2.42 0.67
The distributional characteristics featured in Figure 9 indicate that the mentee
distribution was positively skewed, the mentor distribution was relatively normal, the






Figure 9. Family Recreation Distribution by Group
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Table 18 provides the independent samples t-test results, which indicate that when
comparing the mentee mean score to the mentor mean score, no significant difference
was found, t(28) = O.l2,p = .909.
Table 18
Family Recreation Independent Samples t-Test Results
The results for research question 6 indicate that there is no significant difference
between the mentee’s mean family recreation score and the mentor’s mean family
recreation score. Therefore, a difference appears to exist between student/mentor and
family recreation.
RQ7: Is there a significant difference between reading recreationally and
student reading achievements?
Descriptive statistics and Pearson correlation were used to address this question.
Table 19 provides the descriptive and Pearson correlation results for the two variables
(reading recreationally and reading achievements) for the entire sample. The results
indicate that when correlating the participants’ responses to the two variables, the
difference was found to be positive, moderate in strength, and statistically significant, r
(42) = .35,p = .022. Therefore, participants with higher reading recreationally




Mean Standard 95% CI
Difference Error t df p Lower Upper
0.05 0.43 0.12 28 0.909 -0.84 0.94
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Table 19
Pearson Correlation: Reading Recreationally and Reading Achievements
Source N Mean SD r p
Reading recreationally 42 4.05 0.70 0.35 0.022
Reading achievements 42 3.92 0.70
Table 20 shows the descriptive results for the survey dimension relating
specifically to the difference between reading recreationally and reading achievements by
group. The results indicate that mentees placed the most importance on the difference
between reading recreationally and reading achievements (M= 4.45) followed by
teachers (M= 3.92), and finally mentors (M= 3.65). The results also indicate that
mentees had the most variability in their scores (SD = 1.01) followed by mentors (SD =
0.91), and finally teachers (SD = 0.82). The results for research question 7 indicate that
there is a significant difference between reading recreationally and student achievement.
Table 20
Reading Recreationally and Reading Achievements by Group
Source n Minimum Maximum Mean SD
Mentee 20 1.00 5.00 4.45 1.01
Mentor 10 2.00 5.00 3.65 0.91
Teacher 12 2.00 5.00 3.92 0.82
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RQ8: Is there a significant difference between self-efficacy and student reading
achievements?
Descriptive statistics and Pearson correlation were used to address this question.
Table 21 contains the descriptive and Pearson correlation results for the two variables
(self-efficacy and reading achievements) for the entire sample. The results indicate that
when correlating the participants’ responses to the two variables, the difference was
found to be positive, strong, and statistically significant, r (42) = .76, p < .001.
Therefore, participants with higher self efficacy importance scores were associated with
higher student reading achievements importance scores.
Table 21
Pearson Correlation: Self-Efficacy and Reading Achievements
Source N Mean SD r p
Self efficacy 42 3.96 0.73 0.76 < .001
Student achievements 42 3.92 0.70
Table 22 features the descriptive results for the survey dimension relating
specifically to the difference between self efficacy and reading achievements by group.
The results indicate that mentees and teachers placed the most importance, and an equal




Self-Efficacy and Reading Achievements by Group
Source n Minimum Maximum Mean SD
Mentee 20 3.33 5.00 4.36 0.55
Mentor 10 3.00 4.67 3.67 0.63
Teacher 12 3.00 5.00 4.36 0.58
Mentors placed liffle to some importance on the difference between self efficacy
and student achievements on average (M = 3.67). The results also indicate that the three
groups have relatively similar amounts of variability: mentees (SD 0.55); mentors (SD
= 0.63); and teachers (SD 0.58). The results for research question 8 indicate that there
is a significant difference between self efficacy and student achievement.
RQ9: Is there a significant difference between career aspirations and student
reading achievements?
Descriptive statistics and Pearson correlation were used to address this question.
Table 23 contains the descriptive and Pearson correlation results for the two variables
(career aspirations and reading achievements) for the entire sample.
Table 23
Pearson Correlation: Career Aspirations and Reading Achievements
Source N Mean SD r p
Career aspirations 42 3.54 0.79 0.48 0.00 1
Student achievements 42 3.92 0.70
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The results indicate that when correlating the participants’ responses to the two
variables, the difference was found to be positive, substantial, and statistically significant,
r (42) = .48, p = .001. Therefore, participants with higher career aspirations importance
scores were associated with higher student reading achievements importance scores.
Table 24 presents the descriptive results for the survey dimension relating
specifically to the difference between career aspirations and reading achievements by
group. The results indicate that mentees placed the most importance on the difference
between career aspirations and reading achievements (M= 3.88), followed by teachers
(M= 3.88), and finally mentors (M= 2.90). In addition, mentees had the most variability
in their scores (SD = 1.29) followed by mentors (SD = 1.13), and finally teachers (SD =
1.09). However, the three groups were relatively similar in the degree of variability in
their scores. The results for research question 9 indicate that there is a significant
difference between career aspirations and student reading achievements
Table 24
Career Aspirations and Reading Achievements by Group
Source n Minimum Maximum Mean SD
Mentee 20 1.00 5.00 3.93 1.29
Mentor 10 1.00 4.50 2.90 1.13
Teacher 12 2.00 5.00 3.88 1.09
RQ1O: Is there a significant difference between intrinsic motivation and student
reading achievements?
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Descriptive statistics and Pearson correlation were used to address this question.
Table 25 provides the descriptive and Pearson correlation results for the two variables
(intrinsic motivation and reading achievements) for the entire sample. The results
indicate that when correlating the participants’ responses to the two variables, the
difference was found to be positive, substantial, and statistically significant, r (42) = .54,
p < .001. Therefore, participants with higher intrinsic motivation importance scores were
associated with higher student achievements importance scores.
Table 25
Pearson Correlation: Intrinsic Motivation and Reading Achievements
Source N Mean SD r p
Intrinsic motivation 42 4.10 0.68 0.54 < .001
Student achievements 42 3.92 0.70
Table 26 presents the descriptive results for the survey dimension relating
specifically to the difference between intrinsic motivation and reading achievement by
group. The results indicate that mentees placed the most importance on the difference
between intrinsic motivation and reading achievements (M’ 4.42), followed by mentors
(M = 3.90), and finally teachers (M = 3.67). The results also indicate that teachers had
the most variability in their scores (SD = 1.07) followed by mentees (SD = 0.96), and
finally mentors (SD 0.74). The results for research question 10 indicate that there is a
significant difference between intrinsic motivation and student reading achievements.
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Table 26
Intrinsic Motivation and Reading Achievements by Group
Source n Minimum Maximum Mean SD
Mentee 19 2.00 5.00 4.42 0.96
Mentor 10 3.00 5.00 3.90 0.74
Teacher 12 2.00 5.00 3.67 1.07
RQ1 1: Is there a significant difference between out of school mentor relations
and student reading achievements?
Descriptive statistics and Pearson correlation were used to address this question.
Table 27 provides the descriptive and Pearson correlation results for the two variables
(out of school activities and reading achievements) for the entire sample. The results
indicate that when correlating the participants’ responses to the two variables, the
difference was found to be positive, weak, and not statistically significant, r (42) = .Z3,p
= .149. Since no significant difference was found, the researcher must conclude that
there is no difference between out of the school mentor relations and student reading
achievements.
Table 27
Pearson Correlation: Out ofSchool Mentor Relations and Reading Achievements
Source N Mean SD R p
Outside school activities 42 2.36 0.95 0.23 0.149
Student achievements 42 3.92 0.70
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Table 28 presents the descriptive results for the survey dimension relating
specifically to the difference between outside of school activities and reading
achievements by group. The results indicate that teachers placed the most importance on
the difference between out of the school mentor relations and reading achievements (M =
3.67), followed by mentees (M= 1.90), and finally mentors (M= 1.83). Based on these
mean scores, mentees and mentors do not appear to believe that there is much importance
to the difference (or lack thereof) between out of the school mentor relations and student
reading achievements. With regard to the variability in the scores, mentees and teachers
had the most variability in their scores (SD = 1.08 and SD = 1.07, respectively) and
mentors had the least amount of variability in their scores (SD = 0.65).
Table 28
Outside ofSchool Mentor Relations and Reading Achievements by Group
Source n Minimum Maximum Mean SD
Mentee 20 1.00 5.00 1.90 1.08
Mentor 10 1.00 2.33 1.83 0.65
Teacher 12 2.00 5.00 3.67 1.07
The results for research question 11 indicate that there is no significant difference
between out of the school mentor relations and reading achievements.
RQ12: Is there a significant difference between community partnerships and
student achievements?
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Descriptive statistics and Pearson correlation were used to address this question.
Table 29 provides the descriptive and Pearson correlation results for the two variables
(community partnerships and reading achievements) for the entire sample.
Table 29
Pearson Correlation: Community Partnerships and Reading Achievements
Source n Mean SD r p
Community partners 42 3.75 1.05 0.18 0.254
Student achievements 42 3.92 0.70
The results indicate that when correlating the participants’ responses to the two
variables, the difference was found to be positive, weak, and not statistically significant, r
(42) = .18, p .254. Since no significant difference was found, the researcher must
conclude that there is no difference between community partners and student reading
achievements.
Since there were no survey items pertaining specifically to the difference between
community partners and student achievements, no further analyses were conducted. The
results for research question 12 indicate that there is no significant difference between
community partners and student reading achievements.
RQ 13: Is there a significant difference between family activities and student
achievements?
Descriptive statistics and Pearson correlation were used to address this question.
Table 30 provides the descriptive and Pearson correlation results for the two variables
(family recreation and reading achievements) for the entire sample.
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Table 30
Pearson Correlation: Family Recreation and Reading Achievements
Source n Mean SD r p
Family recreation 41 2.21 1.00 0.31 0.050
Student achievements 42 3.92 0.70
The results indicate that when correlating the participants’ responses to the two
variables, the difference was found to be positive, moderate, and statistically significant, r
(41)=.3,p.O5O
Table 31 presents the descriptive results for the survey dimension relating
specifically to the difference between family recreation and reading achievements by
group. The results indicate that teachers placed the most importance on the difference
between family recreation and reading achievements (M 3.18), followed closely by
mentees (M 3.15), and finally mentors (M 2.90). Based on these mean scores, the
participants do not see much importance in the difference between family recreation and
reading achievements. With regard to the variability in the scores, mentees had the most
variability in their scores (SD = 1.57) followed by teachers (SD = 0.87), and finally
mentors (SD = 0.74). The results for research question 13 indicate that there is a
significant difference between family recreation and student reading achievements.
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Table 31
Family Recreation and Reading Achievements by Group
Source n Minimum Maximum Mean SD
Mentee 20 1.00 5.00 3.15 1.57
Mentor 10 1.00 4.00 2.90 0.74
Teacher 11 2.00 5.00 3.18 0.87
RQ14: Is there a significant difference between self efficacy and intrinsic
motivation?
Descriptive statistics and Pearson correlation were used to address this question.
Table 32 provides the descriptive and Pearson correlation results for the two variables
(self efficacy and intrinsic motivation) for the entire sample. The results indicate that
when correlating the participants’ responses to the two variables, the difference was
found to be positive, substantial, and statistically significant, r (42) .54, p < .001.
Table 32
Pearson Correlation: SelfEfficacy and Intrinsic Motivation
Source n Mean SD r p
Self efficacy 42 3.96 0.73 0.54 < .001
Intrinsic motivation 42 4.10 0.68
Table 33 contains the descriptive results for the survey dimension relating
specifically to the difference between self efficacy and intrinsic motivation by group.
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Table 33
SelfEfficacy and Intrinsic Motivation by Group
Source n Minimum Maximum Mean SD
Mentee 20 1.50 5.00 4.28 1.01
Mentor 10 2.00 5.00 3.80 0.89
Teacher 12 1.00 5.00 4.25 1.16
The results indicate that mentees placed the most importance on the difference
between self efficacy and intrinsic motivation (M 4.28), followed by teachers (M=
4.25), and finally mentors (M= 3.80). With regard to the variability in the scores,
teachers had the most variability in their scores (SD = 1.16) followed by mentees (SD =
1.01), and finally mentors (SD = 0.89). The results for research question 14 indicate that
there is a significant difference between self efficacy and intrinsic motivation.
RQ15: Is there a significant difference between self efficacy and career
aspiration?
Descriptive statistics and Pearson correlation were used to address this question.
Table 34 presents the descriptive and Pearson correlation results for the two variables
(self efficacy and career aspiration) for the entire sample. The results indicate that when
correlating the participants’ responses to the two variables, the difference was found to be
positive, moderate, and statistically significant, r (42) = .37, p = .0 15.
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Table 34
Pearson Correlation. SelfEfficacy and Career Aspirations
Source n Mean SD r p
Self efficacy 42 3.96 0.73 0.37 0.015
Career aspiration 42 3.54 0.79
Since there were no survey items pertaining specifically to the difference between
self efficacy and career aspiration, no further analyses were conducted. The results for
research question 15 indicate that there is a significant difference between self efficacy
and career aspiration.
RQ16: Is there a significant difference between career aspiration and intrinsic
motivation?
Descriptive statistics and Pearson correlation were used to address this question.
Table 35 features the descriptive and Pearson correlation results for the two variables
(career aspiration and intrinsic motivation) for the entire sample. The results indicate that
when correlating the participants’ responses to the two variables, the difference was
found to be positive, moderate, and statistically significant, r (42) = .43,p = .005.
Table 35
Pearson Correlation: Career Aspiration and Intrinsic Motivation
Source n Mean SD r p
Career aspiration 42 3.54 0.79 0.43 0.005
Intrinsic motivation 42 4.10 0.68
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Table 36 provides the descriptive results for the survey dimension relating
specifically to the difference between career aspiration and intrinsic motivation by group.
The results indicate that teachers placed the most importance on the difference between
career aspiration and intrinsic motivation (M= 4.29), followed by mentees (M 3.78),
and finally mentors (M 2.80). In addition, mentees had the most variability in their
scores (SD = 0.97) followed by teachers (SD = 0.75), and finally mentors (SD = 0.48).
The results for research question 16 indicate that there is a significant difference between
career aspiration and intrinsic motivation.
Table 36
Career Aspiration and Intrinsic Motivation by Group
Source n Minimum Maximum Mean SD
Mentee 20 2.00 5.00 3.78 0.97
Mentor 10 2.00 3.50 2.80 0.48
Teacher 12 3.00 5.00 4.29 0.75
RQ17: How does the Reading Buddy Program impact intrinsic motivation of
students to achieve reading?
The administrators’ responses to the Leadership Importance Survey were used to
address this research question. Based on the administrators’ responses to the items
relating to the difference between the Reading Buddy Program, student intrinsic
motivation, and achieving reading, the program does impact the intrinsic motivation of
students to achieve reading in several ways. The first key point to consider is the need
for the reading buddies given that most of the students at the school are not exposed to
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reading at home for a myriad of reasons. Therefore, a great need exists to have these
reading buddies available to the students through the school.
A second factor to consider is the impact of being able to experiment with reading
in a non-threatening and safe environment with the support of a competent and caring
adult from the community. As a consequence, the mentees are able to improve their
reading skills and become more confident in their ability to read. Furthermore, the
increase in confidence leads to a greater level of motivation.
A third factor to consider is the desire that students have to learn more about what
they read, which results in them wanting to do things and go places that relate to what
they have read. Being able to link what they are learning and reading about in the
classroom with the real world further motivates their desire to learn, and it strengthens
their reading skills even further.
Another way in which the Reading Buddy Program impacts the intrinsic
motivation of students to achieve reading is through exposure to various career options
(and people with various career preparations). When students realize that they have
many career options, and they identify with a particular career, they become goal oriented
and therefore more motivated to achieve. However, not many of the students have
reached this particular level, and one of the administrators indicated that it is not
necessarily a good thing for a young student to commit to a particular career. With that
being said, just having exposure to people with various careers generates a greater level
of curiosity in students, which leads to further investigation and ultimately greater
learning.
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Finally, the difference that is built between the mentee and the mentor helps to
motivate the child. In fact, one of the administrators explained the following:
When the community project mushroomed into a reading buddies, taking a
child out for half an hour and taking another child back, and taking
another child out and helping others in a small group. This was difficult
for teachers because they were used to having their own private classes.
So as time went on we simply could not have enough because we have
understood in a whole, how much the influence and impact it has had on
learning. When you see a reading buddy holding hands with a student and
they are so bright, so alert because they have that moment that is theirs for
half an hour and that is worth it all. (Administrator #1, personal
communication, April 2, 2012)
The main points that emerged from the first administrator interview are presented below:
• Students have more self-confidence, which impacts their ability to learn and
perform in the classroom.
• Students are better able to verbalize whey they are thinking.
• Students’ interactions have built up their vocabulary.
• The Reading Buddy Program improves reading ability, which impacts
academic success—students become more literate.
• When students increase their reading, and the reading is done with someone
else, it leads to more curiosity.
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• The reading buddies are trained to use higher order thinking questions when
reading with the mentees, such as why something happened or took place,
which increases the mentees’ higher order thinking skills.
• The higher order thinking questions increases the mentee’ s motivation, which
is needed for investigation.
• Mentors discuss career options with mentees while reading.
• It is very difficult to get students to want to read for fun, although reading
with someone else does help.
• Administrator is not sure if mentors influence students’ social lives outside of
the school because she is not sure how much that actually takes places.
• Administrator not sure if the Reading Buddy Room creates a desire for
families to visit places or do things that they would not traditionally do
because not many families visit the Reading Buddy Room.
• Reading recreationally definitely helps students in all subject areas, especially
when reading helps students make connections between sports and recreation
to other things such as how many different skills must come into place when
playing a sport (physical, mental, etc.).
• When students have some academic success, they gain some confidence.
• Reading about how someone else was able to achieve or accomplish
something (e.g., Abraham Lincoln) if creates a desire in the student.
• There is a lack of family activities, which negatively impacts student learning.
• Family activities prompt reading, but not enough are taking place.
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• Administrator believes that nontraditional field trips outside the school are
great for student learning; it opens their minds and opens them to the world.
• The outside activities take what they learn in the classroom and make it real.
• Knowing what one wants to do for a career can increase motivation.
However, most students don’t know what they want to do so they are not goal
oriented.
• Students who believe in their abilities are more motivated to investigate.
• Every child is interested in trying new things, regardless of their abilities.
• Reading Buddy Program helps the community by bringing in older and
established community members into the school. The kids know that people
in the community are interested in their school. It is enriching for everyone
and encourages the community to be more involved.
The main points that emerged from the second administrator interview are
presented below:
• The Reading Buddy Program builds student confidence and builds their skills
through scaffolding.
• A child that has better reading skills will have a better chance for success
academically.
• Students become much more curious about their own interests based upon
their interactions with the mentors because they know that the mentors have a
good academic background.
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• Reading with a child gives the child the opportunity to grow and experiment
in a safe and non-threatening environment.
• Many of the children don’t have adults to spend time with, many do not read
at all. The administrator has seen a positive impact of aligning every child
from K-5 with a reading buddy. The program is so important because a good
number of students are not experiencing that push from home at all.
• The mentors do create the desire for students to look into a wider variety of
career choices because the mentors have a diverse range of high quality
academic preparations that they discuss with the mentees, and they discuss the
career choices available with their mentees.
• Having a diverse selection of books helps to increase students’ desire to learn
because they have access to books that pertain to high-interest areas.
• Children have a way of drawing you into their social life as they talk. Some
mentors follow students for multiple years where long-standing relationships
have been established.
• The program can create a desire for families to visit places or do things that
they would not traditionally do because they see that their child can read and
they (the child and parent) want to go places that they have read about.
• Recreational reading can help increase vocabulary, develop understanding of
different genres, and help students to understand different points of view.
• The newer kids who have not yet had the opportunity to have a reading buddy
are not doing as well academically.
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• The school does not have enough family activities.
• Time spent outside of the traditional learning environment helps to develop
the whole child; children do not get out enough. It helps to try to link what
the kids are doing in the classroom to the real world.
• More confident students are more likely to ask questions — investigate.
• Best thing about the program is the collaboration with the community. The
collaboration helps to build color blind relationships and to teach people
outside of poverty that these kids actually want to learn.
CHAPTER VI
SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS
The purpose of this investigation was to examine the influences of recreational
reading provided by a mentoring program at Benjamin Banneker School in New Orleans
on reading progress. As a corollary benefit of this type of mentoring program, the
attributes of intrinsic motivation, self-efficacy and career aspiration development, as
evident by a student’s social experience and exposure to diverse professional careers
through mentor programs help low income students of the New Orleans Recovery School
District. In this investigation, the mentoring program’s impact was measured by looking
at its impact on the student’s Response to Intervention utilized at Benjamin Banneker
Charter School of New Orleans Recovery School District.
The results of this investigation suggest that the perceived impact or importance
of the Reading Buddy Program on reading recreationally, self-efficacy, career
aspirations, intrinsic motivation, school activities, and family recreation depends to some
extent on whether the respondent is the mentee, the mentor, or the teacher. Overall,
participants perceive the importance of the Reading Buddy Program to vary depending on
the outcome of interest. For example, on average, participants feel as if the program has
the most impact on intrinsic motivation (M= 4.10) followed by recreational reading (M=
4.05), self efficacy (M= 3.96), student reading achievements (M 3.92), and career
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aspirations (M= 3.54). However, participants tended not to see much of an impact of the
program on outside school activities (M= 2.36) and family recreation (M 2.21). The
results of this study also indicate that there is a significant difference between
student/mentor and self efficacy, intrinsic motivation, outside the school activities, and
family recreation. In other words, the mentees and the mentors were not significantly
different with their perceptions of the importance of the Reading Buddy Program’s
impact (or lack thereof) on those specific outcomes. However, no difference exists
between student/mentor and reading recreationally or student/mentor and career
aspirations. Therefore, mentees and mentors do not agree with the impact of the Reading
Buddy Program’s impact on those two outcomes. Furthermore, the results of this study
indicate that there is a significant difference between reading recreationally and student
reading achievements, self-efficacy and student reading achievements, career aspiration
and student reading achievements, intrinsic motivation and student reading achievements,
family activities and student reading achievements, self-efficacy and intrinsic motivation,
self-efficacy and career aspiration, and career aspiration and intrinsic motivation.
Finally, the results of this study indicate that the Reading Buddy Program impacts
the intrinsic motivation of students to achieve reading by first providing them with the
opportunity to be exposed to reading in a non-threatening environment where an adult
within the child’s community can scaffold the child to acquire literary success. In turn,
this increases confidence, which then increases motivation, which in turn increases
reading ability in all domains. Therefore, the process is interdependent and cyclical.
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The Implications for this Type Mentoring Program
in Education Today
Whether it’s through Big Brother, Reading Buddies or any other organization
that brings in local community members to the school and students have
opportunities to meet those community members and community members
have an opportunity to meet those student... it makes for a better education
environment. (Sister M. Noel, Assistant Principal, Benjamin Banneker
School, personal communication, April 2, 2012)
In today’s traditional public education society, education budget cuts seem to be
the new norm; as a result, it is the responsibility of the local education leaders to look for
nontraditional brick and mortar building opportunities to close the gaps that are being
created by these budget cuts particularly in low income and rural communities. This type
mentor program creates opportunities to bring in community members to work within the
school environment and be an asset in a positive manner. Through this product, we will
show how to improve reading achievement in conjunction with creating intrinsic
motivation, career aspiration and self-efficacy through use of community members
mixing with school-age children in grades kindergarten through five. This type program
not only works in low income urban communities but also low income rural communities
that have extra community member adults and school-age young adults that are available
to work within the elementary early childhood development stages.
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Recommendations
The first step will be to look at the data and determine what are the threats and
weaknesses in the schools that we are targeting. At that time, it will be determined if the
school will be eligible for the program based on the needs within the student population
that is given. Determining factors will be students who are at risk based upon Criterion-
Referenced Competency Test (CRCT) scores or any other standardized measurement
scales, as well as overall reading performance and student achievement. The program
will target Title I schools in schools in all public school systems.
Next, the program will obtain and determine a spear of influence group and
discussed the weaknesses and threats with them based upon the data that is provided
within the school system. Carefully, the expectations of the program and what the
program is designed to do will be explained. This will be done in a simple non-complex
manner for the purposes of clear expectation and desired outcomes for the program.
Following that, the spear of influence group will re-explain procedures; at that time,
questions will be answered and full clarity of expectations and the goals of the program
will be ensured. The purpose for this procedure is to ensure that the members of the
organization will have the ability to explain and implement the expectations of the
program to all stakeholders and a proper and effective manner.
The third step will require the program to determine a pilot population of students
and mentors that will be used to implement the plan. The pilot group will be at risk
reading students from Title I student schools in grade 1 through grade 5 and the pilot
group of mentors will be community members from local churches and active senior
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community centers. This population within the pilot group has been chosen for the
purposes of building foundations of the program. At that time, the spear of influence
group leaders will be responsible for presenting the information to the pilot group of
community mentors and students mentees.
The fourth step that will be used is the data collection process. Data collection
will come from the response to intervention tools. The choice Response to Intervention
Tool will be the SRI (Scholastic Reading Inventory) Suite. This program has been
chosen because it addresses the weaknesses of math fluency, reading fluency and reading
comprehension. It provides customized student data tracking within those study areas.
These programs will be utilized on computers; as a result, data can be stored
electronically and transferred electronically for the viewing by school leaders, teachers
and parents. The data collected will be held and used to determine if the program is
working effectively and also to determine areas that they need to be revised. This data
will be core statistical data to all Title I schools that are in need of skill development in
the areas of math fluency reading fluency in reading comprehension.
This program will also address the needs of career aspiration, self efficacy and
intrinsic motivation to determine needed components to a successful student. At this time,
the program will begin to look at the strengths of the program as well as opportunities for
expansion within the use of high school and college age students as mentors. The long-
term goal is to implement this style program to pursue high school age and college age
students for the purpose of human capital to the program and to create better
understanding of the community needs as well as generating positive communal
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contribution opportunities within this population of the society. Here we can target
athletic organizations and social groups from the high school and collegiate levels.
Finally, the program will advertise its success so that it will become the new norm
of public education. At that time and development of the project, opportunities to expand
to consumer school systems that fit the same criteria as high risk Title I schools systems
will be explored.
Description of the Population and Measuring Tools
The program populace will consist of directors, mentors and mentees. The
directors will be the spear of influence. The target, but not limited to directors will be
retired certified educators who have interest in developing student needs of high risk
students. These people will be responsible for collecting data, training and developing
mentors. The directors will also look for outside resources to support the program. The
intended outside resources will be active senior community centers and local churches.
The director will present framework of the program, the philosophies of the program and
they will also discuss the ideology of self efficacy, intrinsic motivation and career
aspiration. They will also focus on the last key component of community/school
development.
The first set of mentors will be primarily adult age retirees known as active
seniors. The program will target active seniors in the community, active senior
community centers and community churches. The first choice is to get mentors, from
professional careers for the purposes of understanding professional work environment;
however, it will not be mandatory. The second stage of mentors will come primarily
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from high schools and early college. These will be student volunteers that are interests
and working with school-age children; they do not have to be interested in a career field
of education. This population sector of mentors will be implemented after the program
has been established. The purpose for the retired community members in the first phases
of the program is for the purpose of creating strong foundational standards and
expectations for the mentors and future volunteers. They will serve as models for the
younger high school and college students to follow. With the direction of the director
and the influence of his/her skills, it is believed the ideology of the mentor program will
be passed new to the education arena and younger mentors.
Communities that would benefit from this type program are low income
communities and under exposed social communities. A major opportunity for this
program is to target rural communities specifically communities populated by African
Americans with a nearby Historical Black College/University. This program will work in
two ways, it will provide reading support to students that might not have the support from
home and it will bring awareness to mentors of the needs within the public schools.
The students will be selected based low performing at risk standardized test
students. They may also be identified as students that are having reading and social
difficulty by recommendation of the teacher and or parent. The target grade levels will
be grade levels one through grade level five. The students will develop basic fluency and
comprehension skills at an early age so that in-depth rigor skills can develop as they enter
the secondary levels of school.
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The primary measuring tools will come from the Scholastic Reading Inventory.
This program has several computer generated tools that can be used to measure students’
reading achievement. The areas that will be measured will be math fluency, reading
fluency, vocabulary recognition and reading comprehension. Scholastic Reading
Inventory has several programs that are designed for multitude of age levels that will
address the needs of the students. Sample names of the programs are Scholastic 44,
FastMath, ReadAbout and SRI Reading Assessment. The students will use computer labs
and or laptops to create a warm inviting environment. With laptops, it will allow for
more freedom to move freely throughout the building into areas where students will be
able to get away from the typical and traditional classroom setting. Laptops will also
provide opportunities for students to learn how to properly use an educational tool that is
become and the new norm of education. This will also provide opportunities for the
students to build positive relationships with the mentor. Upon teacher’s requests, specific
individual topic development can be addressed by individual tutoring of the mentor;
however, the focal point of the program will continue to be skill development in reading
fluency, reading comprehension and math fluency.
Each of the mentors will be required to participate in an orientation that will give
an overview of the program. This program will provide two main orientations one at the
beginning of the school year and one at the midpoint of the school year. Within the
orientation, the following topics will be discussed: Clear Mission, High Expectations,
Developmental Instructional Leadership, Effective Learning Environment, Data
Collection Importance, Maintaining an Orderly Environment and Purpose of Developing
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Great Community/School Relationships. By purpose, discipline will not be addressed
within the orientation because we will not make the focus of this program a disciplinary
action; as a result, it will be explained to the mentors their sole purpose is to come in and
be a positive and uplifting influence to the reading achievement and social development
of students. Any mentor who cannot understand the concept will be asked to relieve
themselves of any duties to the mentor and program. Additional orientation may be
provided upon the director’s discretion. During orientation, the school’s policy and
procedures will be discussed and procedures to do background checks for safety of the
children will take place. The orientation will have a focal point it will discuss the
subjects of self-efficacy, intrinsic motivation and career aspirations.
This quote from the principal of Benjamin Banneker, Cheryllyn Branche, sums up
the anticipation of this program’s attributes to the future of public education:
When you see a child with a Reading Buddy holding hands, it is like seeing them
with a pot of gold! They’re so bright, so alert, so attentive, so glad, to have an
adult to themselves that is theirs for a half an hour... that’s it! (C. Branche,
principal, Benjamin Banneker School, personal communication, April 2, 2012)
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approval. This process is consistent with Federal regulations and Tulane standard operating
policies with respect to the IRB and Human Research Protection Office, which consider
electronically-generated documents as official notice to sponsors and others of approval,
disapproval or other IRB decisions. Please refer to the HRPO website at http://tulane.edu/
svpr/irb to refer to Tulane’s Electronic Signatures and Records Policy.
APPENDIX C
Letter to Principals Requesting Reading Buddy Participation
Dear Benjamin Banneker School Leadership:
I am currently a Doctoral Student at Clark Atlanta University and I am writing a Dissertation
entitled, “The Influence of Mentoring and Other Factors on the Student Academic Achievement
in a New Orleans Public Charter School.” I need to disperse data collection instruments for my
research project regarding The Reading Buddy Room and its possible impact on student academic
progression, as well as possible corollary benefit of this type mentoring program has on the
attributes of intrinsic motivation, self-efficacy and career aspiration development, as evident by a
student’s social experience and exposure to diverse professional careers through mentor programs
help low income students of the Uptown New Orleans district. In this investigation, Tulane
Reading Buddy Program’s will be measured by looking at its impact on the student’s Response to
Intervention utilized at Benjamin Banneker School of New Orleans Recovery School District.
I believe the information gathered will be useful in evaluating your instructional program.
Specifically, this data will further assist with improvement low social economic schools. As we
know, the intent is to discover means to improve student academic progress and allowing them to
select promising secondary and postsecondary options.
The research has been reviewed and approved through the Clark Atlanta University School
Education’s Educational Leadership Program. I am asking that surveys be submitted through the
Reading Buddy Room during a Reading session whereas it will have little impact of the student’s
typical academic setting. In addition, I would like to give surveys to teacher during planning or a
suggested time by you. Also, I will conduct interview-based questions to the school leadership. I
will establish appointments with each of them who participate. Lastly, I will instruct the students
submit the student and mentor survey to the director of the Reading Buddy Room at the end of
the Reading Buddy session and teachers will submit their survey upon completion at the
designated time.
If there are any questions, please feel free to contact me at 678-575-5103.
If willing to participate, please sign:
Respectfully Yours,
Sean T. Deas (Student)
Clark Atlanta University
Department of Education Leadership Doctoral Program
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APPENDIX D
Letter to Educators Requesting Reading Buddy Participation
Dear Banneker Educator:
You are invited to participate in a research project regarding the mentor program at Benjamin Banneker
School and its possible impact on student academic progression. Also,as a corollary benefit of this type
mentoring program, we will investigate the attributes of intrinsic motivation, self-efficacy and career
aspiration development. These benefits will be evident by a student’s social experience and exposure to
diverse professional careers through mentor programs of the Uptown New Orleans Community. You are
being asked to participate because it is believed that the information gathered will be useful in identifying a
learning tool that is beneficial to academic progress and social development of students.
We are requesting the completion of a survey instrument for the purpose of data comparing within the data
matrix of the volunteer buddy, student and teacher. To extend appreciation for your participation in the
survey, a light snack will be provided and you will be entered into a drawing to receive a gift card.
Your response is very important and valuable in creating data about mentoring programs and its possible
impact on student academic and social development. In addition, your response will further assist with the
needed research on the developing issue of academic development of urban schools. I also encourage you
to ask questions at any time. If you decide to participate, you will be asked to sign this form and it will be a
record of your agreement to participate; however, you may elect not to answer any question(s) you do not
wish to answer. Furthermore, you may withdraw for this study at anytime without penalty. You will be
given a copy of this form. The participants will be selected from Benjamin Banneker School of New
Orleans Recovery School District. As we know, the intent is to discover means to improve student
academic progress and widen their selection promising secondary and postsecondary options. The research
has been reviewed and approved through the Clark Atlanta University School of Education Department of
Education Leadership.
If there are any questions, please feel free to contact me at 678-575-5103.







Clark Atlanta University School of Education
Department of Education Leadership Student
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APPENDIX E
Letter to Mentors Requesting Reading Buddy Participation
Dear Reading Buddy Mentor:
You are invited to participate in a research project regarding the mentor program at Benjamin Banneker
School and its possible impact on student academic progression. Also, as a corollary benefit of this type
mentoring program, we will investigate the attributes of intrinsic motivation, self-efficacy and career
aspiration development. These benefits will be evident by a student’s social experience and exposure to
diverse professional careers through mentor programs of the Uptown New Orleans Community. You are
being asked to participate because it is believed that the information gathered will be useful in identifying a
learning tool that is beneficial to academic progress and social development of students.
Volunteer buddies will be selected based upon their participation with the Reading Buddy Room during the
20 10-11 school year; all mentor participants will be required to have mentored students of Banneker during
the 2010-2011 school year so that accurate data can be collected. We are requesting the completion of a
survey instrument for the purpose of data comparing within the data matrix. Also, the mentor will be
required to have his/her mentee’s signed parental consent returned prior to participation. A gift card will be
provided to the first 30 participants that meet mentor requirements and are able to complete the interview
and gain consent forms from guardians of the mentee.
You and your buddy’s response is very important and valuable in creating data about mentoring programs
and its possible impact on student academic and social development. In addition, your response will further
assist with the needed research on the developing issue of academic development of urban schools. I also
encourage you to ask questions at any time. If you decide to participate, you will be asked to sign this form
and it will be a record of your agreement to participate; however, you may elect not to answer any
question(s) you do not wish to answer. Furthermore, you may withdraw from this study at anytime without
penalty. You will be given a copy of this form. The participants will be selected from Benjamin Banneker
School of New Orleans Recovery School District. As we know, the intent is to discover means to improve
student academic progress and widen their selection promising secondary and postsecondary options. The
research has been reviewed and approved through the Clark Atlanta University School of Education
Department of Education Leadership.
If there are any questions, please feel free to contact me at 678-575-5103.







Sean T. Deas, Ed.S
Clark Atlanta University School of Education
Department of Education Leadership Student
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APPENDIX F
Letter to Parents/Guardian Requesting Reading Buddy Participation
Dear Parent/Guardian:
Your child is invited to participate in a research project regarding the mentor program at Benjamin Banneker School and
its possible impact on student academic progression. Also, as a corollary benefit of this type mentoring program, we
will investigate the attributes of intrinsic motivation, self-efficacy and career aspiration development. These benefits
will be evident by a student’s social experience and exposure to diverse professional careers through mentor programs
of the Uptown New Orleans Community. You are being asked to participate because it is believed the information
gathered will be useful in identif,’ing a learning tool that is beneficial to academic progress and social development of
students.
The participants will be selected from Benjamin Banneker School of New Orleans Recovery School District. A
minimum of thirty students participating in the Reading Buddy Room will be selected to participate as the focus group.
Surveys will be completed during reading time with the mentor, because it will not impact the classroom instruction
time of the teacher. Student Response to Intervention Data will be gathered through the instructional administrator at
Benjamin Banneker School. Purposeful identification with the student’s lunch code will be used to match academic
data with survey data. Corresponding survey numbers will be placed on the survey of the mentor and mentee for
purpose of data comparing within the data matrix. Students will be given the survey in a designated area within the
school building, so that the participants will be comfortable. Clarity will be provided to students by the mentor upon
student request. The survey will be given in two sessions to reduce the number questions during a given time period;
question 1-25 will be given on the first session all remaining 28 questions will be given on the second buddy visit. A
gift bag and light snack will be provided for the students via the program director completion the survey.
Your child’s participation is very important and valuable in creating data about mentoring programs and its possible
impact on student academic and social development. In addition, their response will further assist with the needed
research on the developing issue of academic development of urban schools. I encourage you to ask questions at any
time. If you decide to allow your child to participate, you will be asked to sign this form and it will be a record of your
agreement to participate; however, you may elect not to answer any question(s) you do not wish to answer.
Furthermore, you may withdraw for this study at anytime without penalty. You will be given a copy of this form. The
participants will be selected from Benjamin Banneker School of New Orleans Recovery School District. As we know,
the intent is to discover means to improve student academic progress and widen their selection promising secondary
and postsecondary options. The research has been reviewed and approved through the Clark Atlanta University School
of Education Department of Education Leadership.
If there are any questions, please feel free to contact me at 678-575-5103. If willing to participate, please print sign and





Sean T. Deas ED.S
Clark Atlanta University School of Education
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Your response will further assist with improvement of academic and social behaviors of
low social economic schools. As we k.now, the intent is to discover means to improve





MENTOR IMPORTANCE SCALE SURVEY
Community Member or Student Years as a Reading Buddy
Mentee(s) Grade(s):
Gender:
For each question below, circle the number to the right
that best fits your opinion on the importance of the issue.
Use the scale above to match your opinion.
Scale of Importance
Question - -
Not at all Not very much Somewhat Extremely
I do not
know
1 Your mentee understands
school better after spending i 2 3 4 5
time with you.
2. Your mentee is more
confident socially after 1 2 3 4 5
spending time with you.
3. Your mentee is more
confident in their ability to
1 2 3 4 5
try new things after
spending time with you.
4. Your mentee is more
confident in the class or
1 2 3 4 5
academic setting after
spending time with you.
5. I help my mentee with more
1 2 3 4 5
than Just reading.
6. My mentee test well after
1 2 3 4 5




7. My mentee has better grades
after spending time with me.
8. My mentee understands
subject content better after
spending time with me.
9. My mentee is more
successful in school after
spending time with me.
10. The more time my mentee
spends with me, the better
he/she does with academic
success.
11. After spending time with
me, my mentee likes to read
for fun.
12. After spending time with
me, my mentee wants to
learn just for fun.
13. After spending time with
me, my mentee understands
things in school and can
discuss things in class.
14. My mentee is engaged about
learning new things after
spending time with me.
Scale of Importance
Not at all Not very much Somewhat Extremely
































Not at all Not very much Somewhat Extremely I do not
know
15. My mentee wants to do
1 2 3 4 5
better in school.
16. My mentee wants to learn
1 2 3 4 5
new unfamiliar things.
My mentee seeks more —
___
opportunities to read 1 2 3 4 5
recreationally.
18. Mentoring has increased
intrinsic motivation for my i 2 3 4
mentee.
19. My mentee talks about new
family recreation more often i 2 3 4 5
after spending time with me.
20. I speak to my mentee about
career opportunities that are i 2 3 4 5
available to them.
21. My mentee knows about my
1 2 3 4 5
career.
22. My mentee talks about
doing a career path similar
1 2 3 4 5




23. My mentee wants to go to
college or get post
secondary training after
spending time with me.
24. My mentee seems to
correlate career
opportunities with things
they are learning within the
academic setting.
25. The time I spend with my
mentee will impact his
career or life outcome.




27. My mentee is more excited
about reading after spending
time with me.
28. My mentee talks about
spending more time in the
library after spending time
with me.
29. I suggest good books for




Not at all Not very much Somewhat Extremely
Ida flOt
1 2 3 4 5




1 2 3 4 5






30. I visit my mentee’s
community or house.
31. I take my mentee to events
or happenings in the
community.
32. I take my mentee to my job
or visits to the university.
33. I visit places with my
mentee that he/she have not
seen.
34. I see primarily see my
mentee at school.
35. My mentee socially acts
similar to my family.
36. I spend time or visit my
mentees family.
37. I do the same recreational
activities as my mentee.
38. My mentee translates
information they have read
recreationally to information
they are learning in class.
39. My mentee performs better













Not at all Not very much Somewhat Extremely I doiiøt
1 2 3 4 5
1 2 3 . 4






1 2 3 4








d tNot at all Not very much Somewhat Extremely
know
40 My mentee feels confident
in his/her academic ability
1 2 3 4 5
and he/she performs better
in class.
41 My mentee knows more
school content after i 2 3 4 5
spending time with me.
42. My mentee speaks with
confidence to people they
do not know after spending i 2 3 4 5
time in the Reading Buddy
Room
43 My mentee has desire
improved academic I
progression after spending 1 2 3 4 5
time with me
44. My mentee’s recreational
activities are similar to the
activities he/she is learning 1 2 3 4 5
in class
45 I do things outside the
school with my mentee that 1 2 3 4 5





Not at all Not very much Somewhat Extremely I do not
46. I do things with my mentee
outside the Reading Buddy
1 2 3 4 5
Room that helps him/her
perform better in class.
47. I suggest places for my
mentee to visit that will help
1 2 3 4 5
him perform better in
school.
48. My mentee understands
what he wants to do when
1 2 3 4 5
he/she is older and it helps
school performance.
49. After speaking to my
mentee about differ careers,
1 2 3 4 5
he/she performs better in
class.
50. Because of self confidence,
my mentee likes to dig for 1 2 3 4 5
answers.
51. My mentee like challenge
1 2 3 4 5
because it is fun to solve.
52 Learning information about
new careers create a desire
for my mentee to learn how 1 2 3 4 5





53. My mentee wants to go into
careers that he did not know
prior to meeting me.
54. The Reading Buddy Room
will help students become
contributions to the
community.
55. The Reading Buddy Room
helps community members
understand the needs of the
community.
56. As a member of the
community or university I
have a better understanding


















1 2 3 4 5
APPENDIX H
Student Importance Scale Survey
Student Importance Survey
The Influence of Mentoring and Other Factors on the Student Academic
Achievement in a New Orleans Public Charter School





STUDENT IMPORTANCE SCALE SURVEY
Student ID/Lunch # Grade Level
Age: Years at Benjamin Banneker
Gender:
For each question below, circle the number to the right
that best fits your opinion on the importance of the issue.







1. I understand school better
after working with my 1 2 3 4 5
buddy
2. I feel confident when I talk
about school to people that I 1 2 3 4 5
do not know.
3 I feel like I can learn more I
newthings after working 1 2 3 4 5
with my reading buddy.
4. After working with my
buddy, I feel like I can




1 2 3 4 5
more than just reading.
6. Tests are easier after
1 2 3 4 5








7. My grades went up when




1 2 3 4 5
after spending time with my
buddy.
9. I am more successful in
school after spending time i 2 3 4 5
with my buddy.
10. The more time I spend with
my buddy the better I do in 1 2 3 4 5
class.
11. My buddy help makes
1 2 3 4 5
reading fun.
12. My buddy makes learning
1 2 3 4 5
fun.
13. My reading buddy helps me
understand thing in class
1 2 3 4 5
better so that I can better
discuss it.
14. Spending time with my
buddy makes me focused to
learn more about subjects in








Not very I do not
much Somewhat Extremely know
2 3 4 5
2 3 4 5
Question
15. Since spending time with
my buddy, I want to do well
in school.
16. Working with my buddy
makes me excited to learn
more about unfamiliar
things in school?
17. I am motivated to read
books just for fun after
spending time with my
buddy
18. I am motivated from my
inside to try new things after
spending time with my
buddy.
19. Iwanttodonewand
different things with my
family after spending time
with my buddy.
20. I talk about different jobs I
can do with my buddy.
21. I know what my buddy does
for his career or what his
































Somewhat Extremely Ido not
22. I would like to do the career
1 2 3 I 5of my buddy.
23. After spending time with
1
my buddy it makes me want 1 2 3 4 5
to go to college.
24. I understand how school
helps me get ready for
1 2 3 4 5college after spending time
with my buddy.
25 Spending time with my
buddy helps me decide what
1 2 3 4
I want to do when I am
older.
26. Knowing what I want to do
when I am older will help 1 2 3 I 4
me do better in school.
27. I like to read for fun after
spending time with my 1 2 3 4 5
buddy.
28. After spending time with
my buddy, I like to visit the 1 2 3 4 5
library.
29. My buddy influences me to




30. My buddy visits my
community and house?
31. My buddy takes me to
events that happen in the
community?
32. I visit my buddy’s job or
college/university?
33. I visit new places I have
never been with my buddy?
34. I only see my buddy at
school?
35. My buddy acts like some of
your family members?
36. My buddy visits or does
activities with my family?
37. My buddy does some of the
same recreation activities as
my family?
38. When I read books or other
reading materials, I see the
information I have read in




Not at all Not very Somewhat Extremely
1 2 3 4 5









































1 2 3 4 5
39. Reading for fun helps me do
better in school.
40. When I feel confident in
myself I do better in my 1 2
classes.
41. Working with my reading
buddy makes me feel like I 1 2
know more things in school.
42. I can talk to anybody with
the information I have
1 2
learned after spending time
with my buddy.
43. I have desire to do better in
class after spending time i 2
with my buddy.
44. Fun things I do with my
family are the same things I 1 2
learn in class.
45. I have done things outside
the school with my buddy 1 2
that has helped me in class.
46. My mentor does things with
me outside the Reading
1 2

















47. My mentee has told me to
visit places that help me 1 2 3 4 5
understand school.
48. Knowing what I want to do
when I am older helps me in 1 2 3 4 5
class.
49. Knowing different careers
and things I can do when I
1 2 3 4 5
am older helps me do better
in class.
50. The more confident I am in
myself the desire I have to 1 2 3 4 5
investigate new things.
51. I like challenges because I
1 2 3 4
know I can solve them.
52. Different career knowledge
makes me want to learn i 2 3 4 5
more about the career.
53. I have a desire to do jobs I
1 2 3 4 5
have never heard.
54. The Reading Buddy Room
will help me learn how to
1 2 3 4
work in my community





Not at all Not
very Somewhat Extremely Ido not
55. After spending time with
me, my reading buddy
understands the needs of me 1 2 3 4 5
and the people in my
community.
56. After spending time with
me, my buddy knows how
1 2 3 4 5
to help the families of my
community.
APPENDIX I




For each question below, circle the number to the right
that best fits your opinion on the importance of the issue.
Use the scale above to match your opinion.
Scale of Importance
Question Not very I do not
Not at all Somewhat Extremely
much know
1. Students seem to have a
better understanding of what
they are learning in school i 2 3 4 5
after spending time with their
buddy.
2. The reading buddies have
1 2 3 4 5
increased student confidence.
3. After spending time with
buddies, students are more





4. After spending time with
buddies, students are more
confident within the classroom
setting.
5. Buddies help students with
more than reading.
6. Student test well after
spending time with their
buddy.
7. Student grades increase after
spending time with their
buddy.
8. Students are able to have
deeper understanding of
subject content after spending
time with their buddy?
9. Buddies help students with
the success in the school.
Students improve student
success the more they spend
time with their buddy.
Students are more interested
in reading after spending time




Not very fIdo not
Not at all Somewhat Extremely
much know































Question I Not very I do not
Not at all Somewhat Extremely
much know
12. Students have more fun in
school after spending time i 2 3 4 5
with their buddy?
13. Students are able to have
more insightful discussions
1 2 3 4 5
after spending more time with
their buddy?
14. Students are more engaged in
class activities after spending 1 2 3 4 5
time with their buddy.
15. Buddies help improve
students desire to be i 2 3 4 5
successful in school.
16. Students are more interested
in trying new things after
1 2 3 4 5
spending time with their
buddy.
17. After spending time with their
buddy, students seem inspired 1 2 3 4 5
to read more recreationally.
18. Students are motivated within
themselves after spending 1 2 3 4 5




Question Not very I do not
Not at all Somewhat Extremely
much know
19. Students are encouraged to do
new family recreational
activities outside Banneker 1 2 3 4 5
after spending time with their
buddy.
20. Students talk about different
1 2 3 4 5
careers with their buddy.
21. Students know the careers of
1 2 3 4 5
their buddy.
22. Students want to follow the
1 2 3 4 5
career path of their buddy.
23. Students speak of going to
college after spending time 1 2 3 4 5
with their buddy.
24. Students understand how
1
school gets them ready for
1 2 3 4 5
college of post secondary
training.
25. Time spent with buddies help
1 2 3 4 5
guide career paths of students.
26. Students that know what they
want to do as a career helps i 2 3 4 5







time with the mentor.
28. Students look for
opportunities to visit the
library after spending time
with their mentor.
29. Buddies help encourage
student to read a variety of
books.
Buddies visit the students
communities or house.
Buddies take students to
events in the community.
Buddies take students to local
universities or job sites.
Buddies visit new places with
the student that he/she has not
seen.
34. Buddies only do things with
students at Benjamin
Banneker.
35. Buddy and student families





Not very I do not
Somewhat Extremely
much know
2 3 4 5


















1 2 3 4 5
4 51 2 3
Appendix I (continued)
Question
36. Buddies make it a practice to
spend time with their
mentee’s family
37. Mentee and mentor families
do the same recreation
activities.
38. Students translate information
they have read recreationally
to information they are
learning in school.
39. Reading Recreationally has
improved student
performance.
40. Mentors make students feel
confident; as a result, they
perform better in class.
41. Reading Buddies help
students know more about
school content.
Students have the ability to
talk to unfamiliar people with
confidence about information












Not very I do not
all Somewhat Extremely
much know
2 3 4 5
2 3 4 5








43. After spending time with
buddies, students desire to
learn new things improve
academic progression.
44. Students do recreational things
with their family that the same
things that help them progress
academically.
45. Students do recreational things
with their family that the same
things that help them progress
academically.
46. Reading Buddies do things
with students outside the
school that helps the students
perform better in the school.
47. Mentees do things outside the
Reading Buddy Room that
help student perform better.
48. Mentees give students ideas of
places to visit that will help
them perform better in class.
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Scale of Importance
Not very I do not
Not at all Somewhat Extremely
much know






























Not very I do not
Not at all Somewhat Extremely
much know





49. Student that have an idea of
what they want to do when
they are older perform better
in class.
50. Exposure to differ careers help
students perform better in
class.
51. Student confidence creates the
desire to do in depth subject
investigation.
52. Students with confidence like
challenges that they have to
work and solve.
53. Students learning new career
options create a desire to learn
how they can do them.
Students want to go into career















The Influence of Mentoring and Other Factors
on the Student Academic Achievement in a New
Orleans Public Charter School
Your response will further assist with
improvement of academic and social
behaviors of low social economic schools.
As we know, the intent is to discover means
to improve student academic progress and
allowing them to select promising secondary
and postsecondary options.














Please give your thoughts on the following questions in reference to the Impact of the
Reading Buddy Room at Benjamin Banneker Middle School. Please provide details to
explain your answers.
1. In your opinion does the Reading Buddy Program impact student confidence in his
ability to perform in the classroom setting? Please give a sample or reason for your
answer.
2. How does the Reading Buddy Room impact the students of Benjamin Banneker
academic success?
3. Are students more curious about learning after spending time with Mentors? What is
the component that seem drive that motivation or what is the key element missing
that gives students the desire to investigate.
4. Is it possible for mentor to create desires to look into a wider variety of career
choices? Please explain why or why not.
5. What are the key components that will increase the students of Banneker desire to
readjust for fun? Does the Reading Buddy Room provide those components?
6. How do mentors influence student social life outside the walls of Benjamin
Banneker?
7. Does the Reading Buddy Room create a desire for families to visit places or do
things that it would not traditionally do.
8. Can recreation reading help students in all subject areas? Please give samples of
why or why not?
9. Please give your thoughts students simply being confident in their ability and their
ability to achieve academically.
10. Are inquisitive students better learners?
11. How are family activities impacting student academic development?
12. Could time spent outside the traditional learning environment (school building)
change the students’ abilities in the class.
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Appendix J (continued)
13. Is it fair to say students that know what they want to do when they are older will do
better academically?
14. Students that believe in their ability are the students like to investigate?
15. A student that knows what he wants to do is the student that interested in trying new
things?
16. How can programs like the Reading Buddy Room help the community in which it is
located?
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